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RESUMEN 
 
El presente proyecto de investigación tuvo como objetivos observar el impacto 
de un currículo de lengua que tuvo un elemento en el que los estudiantes pudieron 
tomar el rol de profesores de inglés durante el curso (leaner-led teaching component)1. 
La observación se enfocó en el desarrollo lingüístico y profesional de los estudiantes. 
Ellos eran profesores en formación de un programa en pedagogía infantil de una 
universidad colombiana. Como objetivo específico se buscó mirar qué perspectivas 
tenían los profesores en formación acerca del componente de enseñanza que fue 
experimentado por ellos. 
 
Como resultados se muestran que los profesores en formación notaron que el 
nuevo elemento en el currículo de lengua les representó ventajas para su formación 
como docentes. Además, el componente les permitió mejorar y aprender en cuanto a 
su nivel lingüístico en lengua inglesa. A través del currículo de lengua, los profesores 
en formación observaron que el profesor del curso es un modelo de enseñanza a 
seguir. Finalmente, los participantes afirman que el componente donde ellos tomaron el 
papel de profesores de lengua inglesa es una necesidad en el currículo de lengua y 
que además éste debe continuar. 
 
Se destacan como conclusiones que para profesores en formación que esten 
aprendiendo inglés, se puede crear un currículo que combine los dos momentos de la 
educación: enseñanza y aprendizaje. Es necesario pues crear programas en formación 
donde los profesores puedan vivir los dos procesos de manera concomitante. A través 
de estrategias donde los profesores de primaria, por ejemplo, puedan llevar a cabo el 
papel de profesores de inglés se puede ayudar al proyecto Colombia Bilingüe 2019. A 
medida que se implementen programas de aprendizaje/enseñanza de las lenguas, se 
debe estudiar qué impacto tienen estos programas en profesores en formación y 
observarlo en el momento en que los profesores estén desempeñando su rol de 
manera oficial. 
                                                 
1
 Traducción: Componente de enseñanza guiado por aprendices 
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ABSTRACT 
 
The present research project had as an objective to observe the impact of a 
language curriculum containing an element in which the students could take on the role 
of English teachers during the course (learner-led teaching component). The focus of 
the observation was on the linguistic and professional development of the students. 
They were pre-service teachers in an early childhood education program at a 
Colombian university. As a specific objective, the project sought to see what 
perspectives the pre-service teachers had in relation to the teaching component 
experienced by them. 
  
 The findings show that the pre-service teachers noticed that the new element 
brought about advantages for the teacher development. Besides, the component 
allowed them to practice and improve their linguistic profile in the English language. 
Through the language curriculum, the pre-service teachers observed that the course 
tutor entails a model to follow. Besides, the pre-service teachers see the innovation as 
something that needs to continue in the language curriculum process.  
 
 As conclusions, it is important to state that for pre-service teachers, a language 
curriculum combining learning and teaching can be designed. It is necessary, therefore, 
to create programs where the two processes are experienced concomitantly. Through 
strategies where elementary school teachers can perform the roles of English teachers, 
the projtec Colombia Bilingüe 2019 can aided. As teaching/learning programs are 
implemented, it will be important to analyze the impact of these programs when pre-
service teachers are actually and officially teaching children.  
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1. INTRODUCTION 
 
In this document, I intend to show readers a research project involving a curriculum 
innovation in which pre-service teachers of an early-childhood education program took 
on the role as English teachers. 
 
The need for a language curriculum fitting the pre-service teachers’ needs and the 
needs for teacher training in Colombia became strong reasons to conduct this research 
project.  
 
The purpose of the study was to see what kind of impact the innovation had on the 
pre-service teachers’ language and teaching identities. Two questions guided this 
research project: 
• What is the impact of a learner-led teaching component on a group of pre-service 
early-childhood education teachers in terms of their language development & 
teaching identities? 
• What are the perspectives of the pre-service early-childhood education teachers 
on the learner-led teaching component? 
 
The rationale for the project lies in how relevant it is to conduct curriculum 
innovations in language teacher preparation, especially now when there are language 
learning and teaching objectives to be accomplished in Colombia.  
 
Main theoretical definitions became the backbone of this study among which are: 
curriculum and its elements, syllabus, needs analysis, professional development and 
communicative competences. As for research done in Colombia, some Colombian 
studies were compared to my own research study.  
 
I used the Action Research method in the framework of a qualitative study. The 
research was conducted in a town in Risaralda with thirty-three pre-service teachers 
enrolled in a university program for teaching children.  
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The data were collected through two questionnaires, two group interviews and my 
teaching journal. The data were analyzed by using codes, groupings and categories.  
 
The instructional design entailed me, the course tutor, teaching English as in regular 
English courses. Then, the pre-service teachers replicated what I did and used similar 
or the same teaching strategies to teach their peers. At a second phase, they designed 
their own teaching practices to be conducted in the course and with their peers.  
 
The findings drawn from the data reflect how learning and teaching nurture each 
other by means of the learner-led teaching component (LLTC) and how this component 
is an element that needs to continue in language curricula. For these reasons, it is 
important to continue doing research on curriculum innovations in which pre-service 
teachers learning English as a foreign language can start to develop teaching 
competences as well.  
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2. STATEMENT OF THE PROBLEM 
 
In Colombia, learning a foreign language different from Spanish has become a 
social, educational and governmental concern. For this reason, the Ministerio de 
Educación Nacional (MEN) has designed a program in which some standards for 
learning and teaching English have been set. The standards represent what students 
should know and do with the English language. Public and private schools and 
universities must be part of Colombia Bilingüe so that the entire country can use English 
for communicating by 2019. The Countryside University2 (TCU), through its Institute for 
Foreign Languages (IFL)3 has been administering an English language course since 
2002. The English program, in relation to the pre-service teachers in my study, is what I 
now portray by highlighting the unique characteristics the group has and how the 
academic, social, and humanistic features of this community are important in stating the 
problem for the research study. 
 
The student participants (here addressed pre-service teachers) in the research 
project need to take eight courses in English to achieve a basic intermediate level of 
English according to the policies of IFL at TCU. Nevertheless, given the special 
characteristics, the pre-service teachers needed a language curriculum that met their 
needs as students of English. The curriculum that was designed by IFL did not seem to 
fit the real needs the students had in regard to the English proficiency they had because 
it was designed for students from various university programs at TCU. The students at 
TCU have a specific metalinguistic knowledge which is part of their learning personas 
and makes the classes at the institution more heterogeneous. For all the reasons 
stated, the students at TCU study a general English course. Unlike TCU students, the 
population in this research had limited access to technological devices (e.g. the 
computer) as they lived in a small town and could not attend classes at TCU. Even 
though the participants in this research project had access to a computer room and 
some had a computer at home, they lacked specialised software to support the learning 
                                                 
2
 Pseudonym 
3
 Pseudonym 
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process. Also, the pre-service teachers belonged to the same university program which 
delimited the type of content to be used in learning environments. For example, they did 
not need lexicon dealing with technical jargon.  
 
Furthermore, some of the general characteristics the students and their learning 
process had are the following: First of all, the students in the research were thirty-three, 
thirty-two females and one male. Most of them were married with children. Some lived 
in a small town in Risaralda, and a few lived in the countryside area of the town.  There 
were also nine participants who lived in a small town in Caldas, (a town one hour away 
from the town in Risaralda). Second of all, some students belonged to a lower social 
status, which could affect the access to learning materials such as CD’s with listening 
material to be used at home. Third of all, in terms of education, all the pre-service 
teachers had academic degrees from high school and when the research project started 
they were enrolled in an undergraduate program for the teaching of children at the 
elementary level of education in Colombia. The classes were held at Our Lady School4 
in a small town in Risaralda and scheduled every weekend on Fridays, from 5:30 to 
10:00 p.m., Saturdays from 8:00 in the morning until 6:00 p.m. 
 
In their program’s classes, they studied aspects dealing with the teaching of 
children, linguistics and pedagogy. The classes usually took place on Fridays and 
Saturdays. In addition, they studied English every other Sunday and needed to attend 
this class five times a semester. The schedule for the English course was from 8:00am 
to 12m. and from 1:00pm to 4:30pm. It was a 40-hour course divided into five Sundays, 
having around 8 hours each. 
 
On November 2007, they finished English 2 which gave them a basic proficiency 
for communicating in English. The second course gave me (the teacher and researcher) 
the initial description of the needs the students in the research had and it was the first 
course I taught. By November 2008, the pre-service teachers had attended courses 
English 2, 3, and 4. I carried out the research process along with the pedagogical 
                                                 
4
 Pseudonym 
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intervention in course 4. The innovation involving a learner-led teaching component 
(LLTC) will be explained in depth in the Instructional Design section of this document. 
The key action plans were to observe and analyse the course to arrive to a point in 
which the analysed data that were collected could display some conclusions for the 
research proposal. 
 
Moreover, I will refer to some characteristics which made this group sui generis 
as opposed to regular IFL courses at TCU. Firstly, the university program they studied 
could shed light on the needs and wants towards learning English because they were 
studying to be teachers. Secondly, the students had not had much extended learning of 
English before the research project started. The English language they learned at high 
school varied in time as some of them had graduated many years before the research 
project started. However, they had already taken three English courses at IFL which 
gave them some basics for communication. Since the pre-service teachers were 
enrolled in a university program preparing them for teaching, they were required to do 
teaching practicum activities. However, the teaching practicum had nothing to do with 
classes at IFL. The innovation in my research project, however, introduced them to 
teaching practicum done in English. 
 
Therefore, I proposed a learner-led teaching component based on the fact that 
they were in their professional preparation in children education. As they learned the 
English language, I led some classroom activities in which they became the English 
teachers. This teaching role the pre-service teachers performed could be helpful for 
teacher education and development in Colombia. I also think of the learner-led teaching 
component as learner-based teaching because, as Campbell & Kryszewska (1992) 
claim, the main principle in learner-based teaching is to have classes in which the 
course teacher can use information that the learners bring to class. The learner-led 
teaching component allowed the pre-service teachers in this research project to do so. 
The idea of students bringing material for the English class will be exlored later on 
explored in the Instructional Design section. 
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3. THE PRESENT STUDY 
 
The pedagogical innovation in the present research project involved the inclusion 
of a learner-led teaching component in which the pre-service teachers of this study 
could perform teaching activities having to do with the English language teaching (ELT) 
profession. 
 
The idea was to see what kind of impact the learner-led teaching component had 
on the pre-service teachers’ language development and teaching identities in ELT. The 
impact was evaluated by locating and analyzing the perspectives the pre-service 
teachers had towards the learner-led teaching component and in relation to their 
language and teaching practices.  
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4. RESEARCH QUESTIONS 
 
In order to carry out the present research proposal, the following related questions have 
been designed: 
 
RELATED QUESTIONS 
• What is the impact of a learner-led teaching component on a group of pre-service 
early-childhood education teachers in terms of their language development & 
teaching identities? 
 
• What are the perspectives of the pre-service early-childhood education teachers 
on the learner-led teaching component? 
 
4.1 OBJECTIVES 
General Objective:  
Present the inclusion of a learner-led teaching component in a language curriculum in 
relation to pre-service teachers’ language development and teaching identities. 
 
Specific Objectives 
• Characterize pre-service teachers’ opinions in regard to a learner-led teaching 
component.  
• Find out the pre-service teachers’ reactions towards the learner-led teaching 
component.  
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5. RATIONALE 
 
Thanks to the growing importance of English as a foreign language in Colombia, 
the development of teachers who are educated in how to teach this language is a major 
factor in the achievement of a country where English can be used for communication. 
The need for professional development lies in how teaching practices in Colombia need 
to improve. Within the framework of professional development, the MEN has been 
implementing teacher training courses for language teachers to improve their teaching. 
Added to the need of professional development is the fact that the present state of the 
art in teaching English in our country does not seem to be a very positive one as there 
are some schools where English is not taught effectively or it is not, in some cases, part 
of the schools’ curriculum. 
 
Based on a diagnostic study conducted by the Ministerio de Educación Nacional 
(MEN) in Bogotá and Cundinamarca, Colombia (between 2003 and 2004), some results 
were gathered regarding the level of English teaching and learning in this country. The 
outcomes were not very positive in relation to the students’ learning and the teachers’ 
performance. From the study, some conclusions to explain the low level of English 
among students were drawn. Basically, there were weaknesses in relation to teachers’ 
proficiency to teach this language, the lack of appropriateness of some curricula for the 
teaching of English and the ineffective methodologies teachers use. What can we do 
then to help Colombia become a country where English could be used for 
communication? 
 
Bearing in mind the previously stated information, one of the aspects that stands 
out is how paramount the improvement of English teaching in Colombia must become. 
This research project sought to aid the teaching of English by starting from a rather 
small community of students who concomitantly lived the processes of learning and 
teaching the language. The characteristics of the pre-service teachers in the research 
made it possible to adopt a language curriculum in which they could learn, develop 
communicative language competences, and then put these into practice through some 
16 
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series of proposed activities leading to their identities as potential English teachers. 
What is meant here by potential is that it is very likely for these pre-service teachers to 
be required to teach English to children in the schools the pre-service teachers work for. 
 
The need for professional development has been described by the project Colombia 
Bilingüe (Bilingual Colombia5) as essential. The viewpoint on professional development 
is shown through some theoretical studies. On the one hand, Finocchiaro (1988) points 
out four concepts, quoted below at length, which should be borne in mind when 
considering professional development among teachers, in this case English as a 
Foreign Language teachers: 
 
(1) The awareness of their own strengths and perhaps weaknesses (which can be overcome); (2) 
more positive attitudes toward themselves, their students, their colleagues and supervisors, their 
communities, the needs of their country and of other countries; (3) their deeper knowledge of the 
social and personality factors of their students that can influence learning, of the content of their 
discipline (...), as well as of the culture and literature of English-speaking countries; (4) the 
enhancement of skills needed to present, practice, and appreciate the language system, literature 
and culture of the target language with enthusiasm and clarity while instilling social, moral, ethical, 
and cultural values in their learners. (p. 2). 
 
Since English teaching is becoming even more ‘in fashion’ –and of course 
necessary– as days go by in Colombia, teachers trained and/or professionally 
developed in this area are sought. Finocchiaro’s (1988) outlook on professional 
development shed light in this research process as the participants could benefit from 
several components. To begin with, they became aware of what they could do and what 
they needed to do or improve in their performance as students and as teachers. 
Besides, their points of view towards English could change since the curriculum was 
adjusted and met their needs and wants. Also, knowledge of the language from the 
participants’ learning point of view triggered self-awareness of their teaching identities 
given the fact that I guided the pre-service teachers by playing the role of a teacher 
                                                 
5
 Translation is mine.  
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educator. Finally, they could develop and/or enhance skills as students and as potential 
teachers of English. 
 
In addition to Finnocchiaro’s outlook, Richards & Lockhart (1994) have considered 
key elements. Their assumptions on teacher development outline the elements of a 
sound professional growth process. They say that informed teachers possess wide 
knowledge about teaching. They also argue that by means of self-inquiry, we can learn 
a great deal and that teachers do not know much of what takes place when teaching. 
Besides, Richards & Lockhart (1994) complain that experience is insufficient as a basis 
for development. Finally, they think that critical reflection is a trigger towards a more 
profound understanding of teaching. 
 
Within the framework of the project Bilingual Colombia, state and private institutions 
have been included in it. The Countryside University, a Colombian public university, 
belongs to the project which seeks to guide users of English to reach a basic 
intermediate level of proficiency according to the common European framework of 
reference for languages: Learning, teaching, assessment (Council of Europe, 2001). 
This policy must be abided by the students in the research project. 
 
TCU has a program which is administered through the Institute for Foreign 
Languages (IFL) located at the Fine Arts School of the same University. The institute is 
in charge of providing this University’s students with an English course which goes from 
elementary up to intermediate levels. The courses taught at IFL are of general English, 
meaning they are designed to give students the opportunity to develop general 
language competences (listening, reading, speaking, and writing) in English. 
 
On the one hand, IFL’s main objective is to fulfill the need that the undergraduate 
students of different programs at TCU have in using a foreign language, preferably 
English. On the other hand, one of IFL’s specific objectives, relevant to the present 
research proposal, is to offer language courses at different levels to help students 
develop linguistic competences. The institute also helps students with preparation to 
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take standardized tests which allow takers to fulfill their graduation requirement. Finally, 
TCU students have the chance to reinforce their own identity and to develop their 
communicative skills, much needed to interact in their professional and personal lives. 
As for the present research project, the pre-service teachers worked on developing 
daily-life communicative skills which were then used in teaching scenarios and thus, 
they interacted with the language at a somewhat professional level.  
 
Each course at the IFL uses a syllabus which has been designed around the 
skills of listening, pronunciation, speaking, reading, writing, grammar structures and 
vocabulary, and language functions. The same syllabus which has been used at IFL at 
TCU was being used with the community of learners of this present research project. 
However, given the fact that the students in the study lived in a small town, and not in 
Pereira where TCU is located, they did not have the same human and material 
resources available for the students attending classes at IFL in Pereira. 
 
The pre-service teachers of this research project were students of English by the 
time the project started and based on the results I collected from a needs analysis 
questionnaire, they perceived English as an important language for personal and 
professional lives. They were also to be teachers at the elementary level, where English 
was likely going to be part of the curriculum. Consequently, they needed to know the 
language as well as how to teach it. For this reason, it was necessary to create a 
language curriculum that fitted not only their needs as English as a foreign language 
students but also as future facilitators. By implementing a language curriculum with a 
learner-led teaching component (LLTC), their teaching profiles could benefit and they 
could graduate from their teaching program with their own English language teaching 
identities. What is more, before I started the whole pedagogical implementation 
involving them in the learner-led teaching component (LLTC), I guided some interviews 
with some participants who were already teaching elementary school. Their answers 
towards the innovation presented by the LLTC were very positive, even saying that it 
was important for their development as teachers and their students’ learning. They also 
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said that they had come across significant challenges in teaching English that could be 
overcome thanks to the pedagogical innovation presented by the LLTC.  
 
Once the pre-service teachers achieved basic linguistic competences (as 
presented in the syllabus) and teaching competences in their target language, they 
were able to draw upon the teaching skills when facing pedagogical scenarios. Thus, in 
my opinion, the making of a curriculum containing language and teaching competences 
is first of all paramount in the professional development of teachers of English as a 
foreign language in Colombia. Second, there could be improvement in education 
regarding the teaching of English in this country and as a consequence.  
 
To actually arrive to a country where English is used for communicative 
purposes, there are some aspects to be borne in mind. Curriculum development is one 
of the most important issues to be included in the standards for learning English in 
Colombia because through designing learning programs with specific objectives, the 
standards set can be achieved. Graves (2007) defines curriculum “as the philosophy, 
purposes, design, and implementation of a whole program” (p. 3). She depicts course 
development as being similar to curriculum development because of the stages of 
teaching and modifying the plan for a course as it unfolds (Graves, 2007). More locally 
in terms of classroom experiences, a curriculum is made up of syllabi. Graves (2007) 
defines a syllabus as the specification and the way content is organised in a course. As 
for my research project, linguistic content (e.g. grammar) and teaching content was 
specified in the sylabus used for the course in which the pre-service teachers 
participated. 
 
The curriculum development process starts with the establishment of a needs 
collection process from which data can be gathered and an initial diagnosis can be 
reached. Graves (2007) explains that needs assessment involves researching on what 
learners know and what they need to learn or do so that the course can fulfill the needs. 
This, however, is just a first yet paramount step in designing curricula. What needs to be 
made clear at this initial point is that the syllabus is the product of the curriculum design 
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process. Elaborating and applying English as a foreign language courses in Colombia is 
an effort that should be made by all agents of education (the MEN, academic 
coordinators – at IFL – and teachers themselves). The courses must, by all means, start 
out by projecting themselves from and towards the achievement of the goals stated by 
the MEN. However, what students know and need to know is pivotal for the curriculum 
development processes.  For example, the participants in my study need, at some point 
in their teaching practices, to know about the standards proposed by the MEN. Thus, 
these standards are also needs in the pre-service teachers’ development.  
 
All in all, public and private schools along with universities need to design 
courses which go hand in hand with the requirements of the standards proposed by the 
MEN and of course bearing in mind the General Education Act (ley 115) which states 
that in elementary and high school, children and young learners must develop 
conversational and reading competences at least in one foreign language. 
 
As a final point to make, the Colombian project for bilingualism states that 
teachers at the high school level need to have a basic intermediate use of English as 
well as include this language in the curriculum. Since language proficiency and inclusion 
of English in Colombian curricula are required, the LLTC that was proposed in the 
curriculum for the pre-service teachers in the research was a starting point for their 
teaching identities. The LLTC was also meant to help them acquire basic language 
skills to be drawn upon when teaching at the elementary level.  
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6. RELEVANT TERM DEFINITIONS 
 
I intend to start the relevant term definitions by defining what innovation (in 
education) means. Then, I define what curriculum, along with its components, and 
syllabus stand for. After defining curriculum and syllabus, I move on to defining needs 
analysis (or assessment) and its importance in curriculum development to finally wind 
up with the definition of the terms competence and more specifically communicative 
competence as well a rather short definition of the construct professional development 
and its relation to the research study. 
 
Innovation 
 
Innovation is a procces of creating changes in pedagogical practices. Carbonell 
(2001, cited in Usma & Frodden, 2003) states that innovation is synonymous with 
pedagogical renovation where classrooms, organizations of institutions, the educational 
community and teachers themselves can be foci of pedagogical innovation.  
 
The process of innovation can be introduced in different ways. Daoud (1999 cited 
in Usma & Frodden, 2003) describes four ways of introducing innovation. To begin with, 
innovation can be a system where theory gives ground to practice. According to Usma 
& Frodden (2003), the systematic type of innovation has been used in Colombia. 
Particularly, it does not consult teachers but does blame them for failures in the 
implementation of innovations (Usma & Frodden, 2003). The second way to introduce 
innovation is about campaigning and involves a leader. The leader of the innovative 
campaign is one who has people involved in the process of innovation and who directs 
changes as well. In the third way to introduce innovation, interactive professionalism, 
teachers play an important role in innovation by working collaboratively with peers. The 
last way to introduce innovation derives from interactive professionalism. In teacher-
initiated action research, teachers are the ones who create innovation grounded on 
theory. The innovation is the result of teachers reflecting on their own pedagogical 
practices. Daoud (1999 cited in Usma & Frodden, 2003) argues that teacher-initiated 
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action research is an appropriate approach to develop teachers’ autonomy given the 
fact that it is self-initiated. Besides, teachers criticize each other in order to impact each 
other’s theoretical and practical scenarios (Usma & Frodden, 2003). A combination of 
the third and last type of innovation was used in my research project because on the 
one hand I interacted with the pre-service teachers to innovate and I was also able to 
innovate based on my reflections upon my teaching process. 
 
Daoud’s (1999 cited in Usma & Frodden, 2003) ways to introduce innovation 
emphasize on how teachers’ actions are relevant to innovations. Thus, pedagogical 
innovations should be the result of teachers working together to improve educational 
practices. When teachers are involved in the process of making changes, education is 
more focused on what actually happens in classrooms and with the individuals involved.  
 
What is a curriculum? 
 
In education, there is a need to have systematic program development 
accompanied by clear documents which represent what must happen in teaching-
learning contexts. In the need of a system, the word curriculum has an important 
connotation in language education. By means of a curriculum, the decisions concerning 
the organisation of courses (in language education, as for this research), from what they 
aim at to how they are implemented, can be sound and systematic.  
 
It is important to state here that the word curriculum has been used 
interchangeably to refer to a plan for teaching and learning as well as a field of study 
(Zais, 1976). Nonetheless, the definitions written below will aim at making the 
curriculum fit what language education must be interested in: the learner. 
  
The word curriculum has been seen from the learning side of education. Johnson 
(1969), cited in Beauchamp (1975), established his three notions of curriculum, placing 
learning as an important construct. First of all, he stated the notion of curriculum design 
as learning outcomes that are selectively and orderly arranged. By means of instruction, 
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these outcomes can be attained. Second of all, he clarified that these learning 
experiences need to take place in an instructional situation. A final notion is that of 
curriculum as a scheme for planning and providing learning experiences (Johnson, 
1969 as cited in Beauchamp, 1975). As a conclusion, it is appealing to see how so 
many years ago the word curriculum had a working definition towards learning. 
 
The phrase learning experience can be applied to curriculum. The term 
experience can be traced down to John Dewey’s definition. According to Dewey, we 
need to involve learners in different experiences that are new to them, thus resulting in 
learning (Beauchamp, 1975). It is for this concept of learning experiences that 
Beauchamp entails the curriculum planner as someone who provides students with 
opportunities to have learning experiences (Beauchamp, 1975). 
 
Moving to another side of education, the decisions in curriculum have not been 
presented from the teachers’ point of view. Teachers are the ones, along with their 
students, who are most closely related to the actual development of the curriculum as 
opposed to educational planners. I agree with the statement that curriculum must at 
least start from teachers’ perspectives (Nunan, 1996). By doing so, more local students’ 
and society’s needs may be addressed. Based on this ground, Nunan (1996) gives a 
definition of curriculum, worth quoting at length, which starts from the perspective of the 
teacher: 
 
The curriculum is seen in terms of what teachers actually do; that is, in terms of ‘what is’, rather 
than ‘what should be’. The curriculum is seen from the perspective of the teacher for two reasons. 
In the first place, in the sort of learner centred system towards which many language teaching 
organisations are moving, the teacher is the prime agent of curriculum development. Second, 
educational reality is not what educational planners say ought to happen, but what teachers and 
learners actually do. (p. 1) 
 
In more recent trends, curriculum design has been seen as the systematic 
process in which a course of study is put into the making, implementation and 
evaluation. In order to design a curriculum, the participants involved in the process can 
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start from already existing courses, work with data at hand, or start from scratch 
(Nation, 2000). 
 
In curriculum development, designers need to go over what they plan and 
implement by means of a continuous process of evaluation. Graves (2007) notes that 
course and curriculum development are similar processes and concludes, by citing 
Johnson (1989), mentioning that a curriculum must be a process which is cyclical and 
continuous as well as revised, maintained and renewed throughout its life. Adding up to 
Graves’ position on curriculum development, Pineda (2001) maintains the evaluation 
stance, stating that curriculum is a process of programmatic decisions which are made 
and revised along with their results. 
 
To my knowledge, a curriculum should be a negotiated conversation between 
teachers and learners so that the latter’s needs are considered and fulfilled (Graves, 
2007). The needs students present become the starting point to create a course. In the 
case of language courses, it is even more important to consider under what 
circumstances the learners are likely to use the language and for what purposes. I 
agree with Nunan (1996) when he presents the needs as elements which are bound to 
evolve. From a more general point of view, schools curricula should be flexible. The 
greatest challenge perhaps is two-sided. First of all, schools need to take their language 
courses to an end as it is stated by the MEN. Second of all, there is the concern of 
honoring learners’ needs. In this matter, I agree with having standard objectives to be 
attained as they permit a rather organised “map” to follow. However, there are needs 
which can be fulfilled even when there is a predetermined program. Evaluating these 
needs as the curriculum unfolds is, to my belief, a key aspect in language education, 
especially in the case of English because there are cases in which methodology (a 
component in the curriculum) is not the desirable one. Methodological problems can be 
resolved, nonetheless. This is the kind of flexibility that the language curriculum should 
have. Correa (1998) argues that “if we want to take into account [...] students’ needs 
and wants, programs should be flexible and allow for modifications” (p. 39). 
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The definitions hitherto presented overview curriculum in a rather general 
fashion. Given the fact that curriculum is a systematic and programmatic process where 
decisions around teaching and learning are made, it is necessary to have steps in this 
process. In consequence, I intend to outline the major curriculum elements that have 
changed over the years.  
 
What are the elements of a language curriculum? 
 
Brown (1995) mentions six elements for the development of a language 
curriculum: Needs assessment/analysis, or the systematic collection of information from 
students to start developing a curriculum; goals and objectives, or the intended learning 
students are expected to get to at the end of a course; testing, or the strategies 
teachers use to monitor their students’ learning of the target language; materials, or the 
spectrum of resources to use in classroom situations and which can empower the 
learners in their language learning process; teaching, or the methods, strategies, and 
techniques teachers use in class to make up the actual development of classroom 
situations; and program evaluation, or the systematic process in which the developing 
curriculum is put into analysis in order to redefine it, adopt it, or, if necessary, change it. 
Pineda (2001) argues that “special consideration to needs analysis, the integration of 
the content and language learning and detailed evaluation procedures should be critical 
features for those who [...] launch new programs or [...] revise ongoing frameworks” (p. 
19). In her article, Pineda includes a very complete cycle of curriculum development 
adapted from Oliva’s (1997) model for curriculum development. This list is reproduced 
in full as follows and starts from what students need. Therefore, the perception of 
students’ needs as primary for (language) curriculum is still considered. I have labelled 
the steps with numbers; however, they are connected by arrows in Pineda’s original 
adaptation: 
 
1. Specification of needs of students. 
2. Specification of needs of society. 
3. Statements of aims and philosophy. 
4. Specification of needs of particular students. 
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5. Specification of needs of particular community. 
6. Specification of needs of subject. 
7. Specification curriculum objectives. 
8. Organisation and implementation of the curriculum. 
9. Specification of instructional goals. 
10. Specification of instructional objectives. 
11. Selection of strategies. 
12. Preliminary selection of evaluation techniques. 
13. Implementation of strategies. 
14. Final selection of evaluation techniques. 
15. Evaluation of instruction. 
16. Evaluation of curriculum. (Oliva, 1997 as cited in Pineda, 2001) 
 
To my belief, evaluation must be a more progressive process because we need 
to tackle pedagogical issues within the curriculum as they happen and not at the end of 
the curriculum development process. In his model, Oliva has included evaluation in four 
steps (see numbers 12, 14, 15, and 16 above). It can be deduced that this process has 
been given more importance throughout the curriculum rather than at the end of it. In 
Oliva’s perception, evaluation also applies to instruction and the curriculum itself 
(numbers 15 and 16 respectively). Nunan (1996) comments the following on evaluation: 
 
Any element within the curriculum may be evaluated. At the planning stage, needs analysis 
techniques and procedures may be evaluated, while, during implementation, elements to be 
evaluated may include materials, learning activities, sequencing, learning arrangements, teacher 
performance and learner achievement. (p. 7) 
 
 Nunan (1996) proposes 4 simple elements in the curriculum process. I intend to 
describe in full what these elements are by paraphrasing this theoretician. 
 
Initial Planning Procedures: In this phase, learners’ information and objective needs 
(Richterich, 1972 cited in Nunan, 1996) external to the student are collected. It includes 
biographical student data. Once the data are gathered, students can be grouped, for 
example, according to their level. 
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Content Selection: In a learner-based curriculum, content is analysed by learners. 
Once the content, or what to learn, is selected, it can probably be a matter of 
examination by both teachers and learners. Content changes depending on the 
development of learners’ skills as they are perceived by the teacher. 
Methodology: This includes learning activities and materials. The methodology 
becomes a challenge in a negotiated curriculum as teachers need to juggle their 
assumptions about the way classes should be taught and their learners’ perceptions. 
 
Evaluation: Nunan defines evaluation as a stage which is parallel with other elements 
in the curriculum. In other words, he does not see evaluation as it has traditionally been 
viewed: the final component in the curriculum model. The purpose of evaluation is to 
see whether the objectives in a course are being achieved. 
 
All of the curriculum elements hitherto described, and in some cases criticised, 
are put into play when a course is to be experienced. However, many times the people 
who are most directly in contact with the development of a curriculum are not even 
present at the moment of designing it. Teachers play an important role in the curriculum 
(see Nunan’s 1996 definition of curriculum from the teachers’ perspective) and thus 
must be an integral part of it from its very beginning. Graves (2007) has also 
commented on how curriculum development has been viewed as what Johnson (1989), 
cited in Graves (2007), calls a “specialist approach” where teachers do not have 
participation in the planning phases. The specialists are the ones who determine the 
purposes, plan the syllabus and even design the materials that teachers must use in 
classrooms. For the creation of language curriculum, teachers, traditionally speaking, 
have relied on the policies stated either by the government or schools they work for. 
The teachers are actually part of the curriculum design and there is no doubt about this. 
Moreover, they are the ones who will be most of the time involved in the teaching of the 
syllabi in the curriculum as well as with the students they teach. Brown also (1995) 
criticizes the lack of teachers’ participation in curriculum development: 
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Few teachers systematically decide on a theory of language learning, define and design the 
course according to that theory, and then rationally adopt the correct techniques and procedures 
to deliver their instruction. The experience for most language teachers is much more holistic (or 
even chaotic), with all the theoretical, planning, and technical activities going on simultaneously in 
a frenzy of activity. In other words, all elements of the teaching and learning processes might 
seem to be happening simultaneously, with each component interacting with all the others. (p. 4-
5) 
 
Once having defined curriculum, its elements, the importance of its evaluation 
and the roles teachers play (or do not) in its design and implementation, curriculum 
becomes the umbrella term covering the practical applications of teaching and learning 
situations or what is known as syllabus.  
 
What is a syllabus? 
 
A language course needs to state what teachers and students should do, how 
they should do it, with what, and where they are going. In order to place these elements 
into an organised written down set of actions, the teaching-learning process can be 
aided by what is called a syllabus. What follows is an overview of the construct syllabus. 
 
A first definition I present here is that by Mckay’s (1978), as cited in Brown 
(1995), who asserts that a syllabus contains specific content to be learnt which has 
been decided on and organised. In addition to Mckay’s, there have been many other 
definitions for the term syllabus. For example, Rabbini (2002) refers to syllabus as a 
guide which contains goals that both, teachers and students, need to arrive to. In 
Rabbini’s position, the syllabus contains perspectives on language and language 
learning. In the same article, Rabbini includes a definition by Hutchinson & Waters 
(1987). They explain that “at its simplest level a syllabus can be described as a 
statement of what is to be learnt. It reflects of language and linguistic performance (p. 
1).” 
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Syllabus has traditionally been thought of as a list of content which are 
accompanied by objectives to be achieved by both teachers and students. Widdowson 
(1984), cited in Nunan (1996), considers the syllabus as a framework in which activities 
can be carried out. He even thinks of syllabus as a teaching device to facilitate learning. 
Additionally, Dubin & Olshtein (1987) have considered the syllabus as a detailed and 
operational statement including the teaching and learning aspects of a curriculum. Here 
the curriculum is translated into a series of planned steps which aim at better defined 
objectives for each level in a language course. It is also considered that syllabus could 
be defined as a statement of content which is used as the basis to plan courses of 
different kinds (Nunan, 1996). 
 
As a primary element, the syllabus states specific objectives to be attained. Hall 
(1999) cites a definition by Candlin which entails what he calls prescriptions for action 
by teachers and learners; another way to name objectives (Candlin, 1984; cited in Hall, 
1999).  
 
Ur (2003) provides a more complete definition of the term syllabus, including its 
common characteristics: 
 
A syllabus is a document which consists, essentially, of a list6. This list specifies all the things 
that are to be taught in the course(s) for which the syllabus was designed: it is therefore 
comprehensive. The actual components of the list may be either content items (words, 
structures, topics), or process ones (tasks, methods). The items are ordered, usually having 
components that are considered easier or more essential earlier, and more difficult and less 
important ones later. This ordering may be fairly detailed and rigid, or general and flexible.  
   The syllabus generally has explicit objectives, usually declared at the beginning of the 
document, on the basis of which the components of the list are selected and ordered. (p. 176) 
 
Finally and more currently, Mohseni (2008) gives a definition which is worth 
mentioning. In simple words, a language syllabus contains the what to teach (or 
linguistic elements) and the how to teach it (or methods and techniques). Mohseni also 
                                                 
6
 Bold use is the author’s.  
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sees syllabus as a guide containing objectives to be achieved by both teachers and 
learners. He finally highlights how theories of language learning and teaching are 
immersed in the syllabus (Mohseni, 2008). 
 
In short, one can think of curriculum and syllabus as two entities, the latter 
coming from the former. The immediate product of a curriculum design process is the 
syllabus. As a result, syllabus is the most practical application of a curriculum process. 
While the curriculum is being developed, students (ideally) can be part of its 
development, helping to plan, implement, and evaluate. Nevertheless, they may be 
most aware of what is to happen in their learning when they see the syllabus containing 
the guidelines for their course. In other words, curriculum is a rather invisible process for 
students as it depends on professional negotiated decisions and syllabus is the 
tangible, documented result of the process. It can also be said that a curriculum, in this 
case a language curriculum, can be made of syllabuses. The design, development, and 
evaluation of syllabi is what we know as the curriculum development process. 
 
Once the term syllabus is defined, there needs to be a list stating examples of 
syllabuses. On the one hand, Brown (1995) describes eight types. They are the 
structural, situational, topical, functional, notional, skills-based, task-based, and mixed 
or layered syllabuses. Brown’s list falls short, however. Nowadays there are other types 
of syllabus being used in learning foreign languages. Ur’s (2003) list, on the other hand, 
is somewhat more extended than Brown’s. She briefly outlines 10 types which are the 
grammatical, lexical, grammatical-lexical, situational, topic-based, notional, functional-
notional, mixed or ‘multi-strand’, procedural, and the process syllabuses. Finally, 
Mohseni (2008) describes four more in addition to those listed by Brown and Ur: 
Cultural, learner-led, proportional, and content-based syllabuses. The type of syllabus 
used for the present research project can be read about in the instructional design 
section. 
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Needs Analysis / Assessment 
 
According to Brown (1995), “needs analyses [...] refers to the activities involved 
in gathering information that will serve as the basis for developing a curriculum that will 
meet the learning needs of a particular group of students” (p. 35). Whenever teachers 
possess enough information, they can start making decisions truly honoring their 
students’ needs. 
 
Even though in the present research project the needs assessment process was 
conducted before the actual pedagogical intervention occurred, it did not necessarily 
mean this was the only moment to have in mind the students’ needs. Richards (2001) 
suggests that: 
 
Needs analysis may take prior to, during, or after a language program. Much of the literature on 
needs analysis is based on the assumption that it is part of the planning that takes place as part of 
the development of a course. It assumes that time and resources are available to plan, collect, and 
analyze relevant information for a planned program of instruction. (p. 54) 
 
 As a summary, needs analysis is a group of procedures meant to specify the 
parameters of a course of study (Nunan, 1996). Finally, it is important to know that the 
analysis needs to be monitored once the needs have been translated into objectives for 
the language course. Learners’ needs may change while the curriculum is being 
implemented. Given the nature of change in students’ needs, I dare call needs analysis 
as the backbone for the language program. I use the metaphor of the backbone 
because this part of the body goes along but it is not straight; same thing happens with 
learner’s needs and perspectives: They are not linear and often change. 
 
Once having all the information that is gathered from the needs analysis 
process(es), curriculum designers (teachers, that should be) start making decisions on 
what to do with the array of data. If creativity is at hand, the data collected can be 
translated into actual learning objectives. For example, if students have pointed out that 
what they need is more vocabulary, a lexical syllabus containing objectives to learn 
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vocabulary is basically possible and sound. Once the objectives proposed in the 
syllabus are achieved by the students, they have by then developed certain general and 
language specific competences. I now intend to move on to describe the term 
competence as follows. 
 
The concept of competence is creating a major impact on language education and 
education in general. What the students are able to do after being exposed to 
knowledge is the result of developing a curriculum which started from their very needs. 
Thus, competences are initially described as objectives which, in turn, were collected 
needs. 
 
Syllabi must contain the objectives learners are expected to achieve at the end of 
the process, namely a week, a month or a year. Once these objectives are fully 
achieved, learners are then able to do something (with the language as for this research 
project’s purposes). This capability is what is known as competence. The Council of 
Europe (2001), in relation to competences, reports that: 
 
In order to carry out the tasks and activities required to deal with the communicative situations in 
which they are involved, users and learners draw upon a number of competences developed in 
the course of their previous experience. In return, participation in communicative events 
(including, of course, those events specifically designed to promote language learning) results in 
the further development of the learner’s competences, for both immediate and long-term use. (p. 
101) 
 
The council of Europe (2001) defines competence as a group of individual traits, 
abilities and knowledge that allow people to do specific actions. In addition to this rather 
general definition, the council of Europe has also defined communicative language 
competences stating that they foster a person’s actions by means of language-related 
applications. 
 
In Colombia, the MEN has defined competence in a general fashion and has also 
stated the specific communicative competences language learners in Colombia are 
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expected to have. According to the MEN (2006), a competence is the sum of knowledge 
and skills that a person has in order to perform a specific task in a given context. In 
language learning, the construct communicative competence has been divided into 
several constituents. The elements in the communicative competence need to be 
described in the present research process as they are competences which extrapolate 
to language learning in general and, as I have written elsewhere, have had a major 
impact on language education. 
 
What is Communicative Competence? 
 
According to the Council of Europe, communicative competences refer to those 
specifically having to do with language (Council of Europe, 2001). Thus, what one can 
do with the language, be it written or spoken, is a communicative competence. The 
MEN (2004) has adopted the communicative competence from the Common European 
Framework (Council of Europe, 2001) as follows: 
 
Linguistic competence: Or knowledge of the “mechanics” of language; in other words, 
the syntax, grammar, vocabulary, and others.  
 
Pragmatic competence: Or the capability of using the mechanics of language in 
communicative situations. This competence can be, in place, divided into two. On the 
one hand, it entails the discourse competence or the ability to put together stretches of 
language in coherent speech. On the other hand, the pragmatic competence also 
entails the functional competence or the knowledge of the linguistic forms, their 
functions, and finally how they connect with each other in communicative events.  
 
Sociolinguistic competence: It refers to the knowledge and accurate use of cultural 
and social conditions that are implicit in language use. Among the items involving this 
competence are terms of address, politeness expressions, and others. 
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Since what is important is to create contextualised curricula, the theory proposed 
by the common European framework (Council of Europe, 2001) has been adapted to 
meet the needs of English learning and teaching in the Colombian environment. This 
research project took into account the standards for teaching and learning English in 
Colombia. As for these standards, the communicative competence has been clearly 
outlined in the document Formar en Lenguas Extranjeras: Inglés El reto! Lo que 
necesitamos saber y saber hacer. The document contains the linguistic competence, 
the pragmatic competence, and the sociolinguistic competence (Ministerio de 
Educación Nacional República de Colombia, 2006). These standards were part of a 
syllabus in the curriculum that was developed for this specific research project because 
they extrapolated to the learning levels at IFL, which go from elementary to a basic 
intermediate level according to the common European framework (Council of Europe, 
2001). Besides, the pre-service teachers used the standards for teaching/learning 
English to participate in the curriculum development process. The students’ participation 
is explained later on in detail in the Instructional Design section. 
 
Given the fact that the pre-service teachers performed teaching tasks to guide 
English language learning activities, it is important to briefly describe the construct 
professional development because the learner-led teaching component (LLTC) provided 
the participants with plenty of opportunities to perform the role of teachers of English.  
 
What is Professional Development? 
 
 In professional development, teachers decide on and evaluate their teaching 
identities and professional growth and in specific cases, on the design of a program. 
Díaz-Maggioli (2004) describes Visionary Professional Development as a collaborative 
decision-making process which has a growth-driven approach. He also states that 
visionary professional development permits the collective construction of programs. 
Finally, he views this development as a process of proactive assessment.  
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By means of professional development, teachers improve not only the what but 
also the why in teaching. The reflective level of teacher professional development 
should be greatly accepted in education as teachers need to go beyond what actually 
happens in their classrooms and find out what they and their classes need to highlight, 
improve, adapt, adopt, and change.  
 
Professional development differs from teacher training because the former aims 
at reflective teaching. Richards & Farrell (2005) have differentiated the terms teacher 
training and teacher development. In the former, teachers are exposed to goals in their 
teaching that are rather specific and given by experts in the field. Some examples of 
objectives in teacher training are learning how to use effective strategies to open a 
lesson and techniques for giving feedback to learners. In the latter (professional 
development) teachers are guided on their professional growth, knowledge of their area 
and of themselves. Some examples of goals in professional development are: 
Understanding the kinds of decision making that occur during lessons and determining 
learner’s perceptions of classroom activities (Richards & Farrell, 2005). At first sight, it 
can be perceived that professional development goes more in depth, thus the word 
understanding is used in such construct. In turn, reflection becomes a tool for teachers 
in the way of betterment.  
 
In teacher education, which involves training and development, teacher tutors 
play a modelling role. Malderez & Bodóczky (1999) argue that the tutor goes beyond 
showing what to do and instills in his/her teachers in development feelings of 
“commitment towards their own professionalism” (p. 20). 
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7. LITERATURE REVIEW 
 
The decisions made in the curriculum development process should always honor 
students and teachers’ concerns. Clavijo (2001) considers students and teachers 
influential elements in the decisions to build a curriculum. Several studies have reported 
that teachers and students may have either positive or negative perspectives on 
curriculum innovation. For example, Wang & Chen (2005) reflect upon the viewpoints of 
a group of teachers at an English Department in a Chinese college. Wang & Chen’s 
(2005) research problem focused on the cultures of teaching: Isolated nature of 
teachers and individualism. Wang & Chen (2005) researched on a curriculum reform 
which had veteran and novice teachers go from the “one-teacher-packaged-class” in 
which the teachers taught five skill areas (intensive reading, grammar and exercises, 
extensive reading, fast reading, and focus listening) to a more collaborative model of 
teaching or team teaching. The innovation also included some reforms in the proficiency 
levels for students which finally were A, B, and C (A being the highest and C the 
lowest). 
 
Wang & Chen (2005) report in their results that “the reformed teaching model 
placed [...] teachers into a ‘public’ role in regard to their teaching” (p. 8). The teachers 
felt pressure as they were being evaluated by peers and students as well. In addition, 
Wang & Chen (2005) inform that for both, novice and veteran teachers, the reform 
presented by the new curriculum was demanding and challenging. The innovation 
involved a great deal of work for the teachers. Besides, the teachers did not receive 
much professional training and so, their linguistic and professional capacity fell behind 
the new curriculum and its challenges. Finally, Wang & Chen (2005) explain that the 
students of the college also complained about the reform. The students expressed how 
they lost face as they were assigned the C level (lowest) in the new curriculum in 
comparison with other students who were in A and B levels. The C level students even 
felt humiliated because C meant low language proficiency.  
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Wang & Chen’s (2005) findings suggest that it is important to consider the role 
teachers must play in the innovation and implementation process of a new curriculum. 
The exclusion of teachers from a curriculum development process is a pitfall that 
curriculum planners need to avoid. 
 
In contrast to Wang & Chen’s (2005) study, different and positive outcomes 
derived from a qualitative study conducted by Clavijo, Guerrero, Torres, Ramírez, & 
Torres (2004) with 45 primary and secondary teachers from 11 schools in Colombia. 
The schools were all public and located in neighborhoods with a low economic status. 
Clavijo et al (2004) observed and analysed the classroom practices of the teachers in 
relation to some innovations implemented in the curricula. The idea behind the 
innovations was to help students with literacy development. 
 
Clavijo et al (2004) found that the teachers perceived themselves as important 
agents of change in society and realized that their teaching could have an important 
effect on students’ lives. Moreover, teachers viewed literacy problems as connected to 
the socio-economic context of students and expressed their commitment to help solve 
the problem. By focusing on a more student-centred curriculum, the teachers showed 
their strong commitment to transform their practices in public education. Finally, Clavijo 
et al (2004) report that consolidating alliances and teams for collaborative work is one of 
the main aspects to consider when developing an innnovative project. 
 
It can therefore be concluded that teachers working together, unlike those who 
work in an isolated manner, can make a deeper change in education. Also, it is worth 
mentioning that teachers are agents of innovation and betterment in education as long 
as their ideas are considered in the curriculum innovation process.   
 
Even though teachers should play a more structured role in the design of a 
course, students can also aid in this matter. Correa (1998) suggests that curriculum 
designers need to be empowerers by giving students the opportunity to choose what 
and how they want to learn.  
38 
Curriculum – Learner-led teaching – Competence 
 
There are five implications for teachers when students are involved in the 
curriculum design process. First of all, decisions around topics for the course can be 
made jointly with students. Second, there is a sense of shared responsibility between 
teachers and students because the decisions made for the curriculum concern these 
two parties. Moreover, as students evaluate the course, they are in fact evaluating the 
teachers and themselves. Third, teachers may be more motivated to teach a course in 
which students have contributed with new ideas. Finally, students can stop seeing 
teachers as the authority and start seeing them as people who can be criticized and 
helped (Correa, 1998). Not only are teachers agents of curriculum planning and 
evaluation. The students, if guided effectively and working together, can become 
curriculum planners and evaluators as well.  
 
Teachers working together can impact their own and others’ teaching. Sierra 
(2007) focused a research project on the development of knowledge, skills and attitudes 
in language teaching education through study groups. The study was conducted with six 
teachers; four of them were teacher educators and the other two were pre-service 
teachers. The study was carried out at a study group belonging to a foreign language 
teaching program at a public University in Colombia. Sierra (2007) analysed the 
observations and tape recordings of study group meetings along with self-assessment 
forms from its participants. 
 
Sierra (2007) reports in her results that the teachers developed specific attitudes. 
Among these attitudes were initiative, commitment, openmindedness towards research, 
and risk taking. As for risk taking, Sierra (2007) reports that when the teachers in the 
study group did not understand something or were confused, they asked each other for 
clarification of ideas or concepts. Based on Sierra’s (2007) study, I can say that 
teachers studying together can help each other with terms of technical and humanistic 
traits. 
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On a different research project, Cadavid (2003) analysed the implementation of a 
spiral thematic curriculum to teach English in the primary section of a public co-
educational school located in a middle class neighborhood in Medellín. The research 
was conducted with six pre-service teachers in grades one to five of the school. As main 
data sources Cadavid (2003) used the pre-service teachers’ journals, which became a 
paramount tool for reflective teaching and improvement. As secondary data sources, 
interviews to the grades’ teachers were administered. 
 
The findings in Cadavid’s (2003) study reveal that the pre-service teachers 
improved their teaching performance by means of reflections written on the journal. The 
data showed that the pre-service teachers, at the beginning of their practicum, mainly 
concerned about the “here and now.” For example, one of the foci was discipline and 
how important it was in the success of a class (p. 93). Also, Cadavid (2003) reports that, 
at the same time, the pre-service teachers were learning and learning how to teach 
children. One of the most important findings is that the pre-service teachers’ thought of 
the English class as relevant to promote values in children and help young learners with 
their personal development (p. 94).  
 
Cadavid’s (2003) findings reveal that pre-service teachers may learn [language] 
and learn how to teach. This dual learning should take place while pre-service teachers 
are actually working with a group of learners. Besides, the fact that pre-service teachers 
concentrated on specific aspects such as discipline demonstrates that it is one of 
probably many concerns that need attention. 
 
The process of educational innovation may help many agents in education. Usma 
& Frodden (2003) conducted a research project focused on developing teacher 
autonomy through collaborative work on the redesign and implementation of a new 
English syllabus. The project was carried out at a public secondary school for girls in 
Medellín, Colombia. The project’s participants were the student teacher (researcher in 
the study), other two student teachers and three official English teachers at the school. 
Secondary participants were the grades 9 to 11 students. The data for this study were 
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collected through classroom observations, field notes, interviews to teachers, and the 
researcher’s journal.  
 
The findings in Usma & Frodden’s (2003) study show that the innovation not only 
changed classroom dynamics but also brought about collaborative work among the 
teachers at the school where the project was done. In terms of classroom dynamics, the 
syllabus became more communicative-oriented instead of the grammar orientation it 
had. The new syllabus was based on students’ lives. As for collaborative work, teachers 
improved their teaching thanks to the pedagogical innovation that the new syllabus 
represented. Usma & Frodden’s (2003) findings suggest that pedagogical innovations 
should be planned to help teachers with their teaching identities. Teachers can help 
each other by means of collaborative work.  
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8. METHODOLOGY 
 
8.1 Type of Study 
 
For this particular research project, the methodological design included the 
characteristics of a qualitative study within the framework of the action research cycle. 
For this reason, this research project was a qualitative action research. Given the fact 
that during a good deal of time in the research development the participants expressed 
their opinions about the pedagogical implementation of the proposed learner-led 
teaching component and the curriculum itself, a great deal of qualitative data was 
present. Also, the use of semi-structured interviews, questionnaires and a teaching 
journal made the study qualitative. 
 
According to Deslauriers (2004), qualitative research is the one that analyses 
descriptive data such as written or spoken words as well as observable people 
behaviour. In addition to the analyses in qualitative research, it is, first of all, intensive 
towards its interest. In qualitative research, cases are studied deeply and social 
problems analysed. As for the present study, data presented in questionnaires and 
recorded interviews were analysed so that adaptations for the curriculum were made 
and finally some conclusions drawn. 
 
Burns (1999) clarifies that the objective of studies that are qualitative is to give 
descriptions, interpretations and clarifications of social contexts and their nature. She 
also argues that qualitative research uses the data the researcher has collected to 
make sense of how people behave in a research context. Observing and describing 
others as well as getting information from a variety of resources are the main 
methodological instruments in qualitative research. As for the present research 
proposal, I thought of the classroom setting as a naturalistic educational context. The 
events taking place in this space were natural to human behaviour.  
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Seliger & Shohamy (2003) describe the process of conducting qualitative 
research. The description the theoreticians present applies entirely to the research 
project. First of all, there was a phenomenon I needed to define such as perception of 
English among the participants. Then, what I needed to do was gather data that helped 
me find patterns from which I made decisions regarding the pedagogical implications for 
the research project. I drew some initial conclusions once I applied the strategies in the 
research project. I supported the conclusions by analysing again the data that were first 
collected. Finally, there was a recycling phase in which the data were reused for further 
applications. There were changes I made by modifying the objectives and content of the 
language curriculum in this research project. The learner-led teaching component also 
experienced changes but it was an element that the pre-service teachers and I kept in 
the curriculum. 
 
Once the qualitative process is defined, there needs to be a study embodying, in 
a more practical way, the actual process of research. In this case, action research lent 
itself for a systematic research process. Action research can be considered as 
qualitative because it uses methods common to qualitative research such as observing 
and recording events (Burns, 1999). Sandoval (1996) states that action research is 
qualitative because it seeks to explain phenomena from an external view. In the case of 
this research, I was the one who gave the external point of view. 
 
Wallace (1998) provides a definition of action research that can be applied to the 
present research proposal. He says that action research is “the systematic collection 
and analysis of data relating to the improvement of some aspect of professional 
practice” (p. 1). In addition to Wallace’s, Cardenas’s definition (2000) includes other 
aspects that aided in the present research process: 
 
 Action research involves the collection and analysis of data related to some aspect of our 
professional practice: the application and effects of teaching methods, learning strategies, 
cognitive styles, classroom interaction, roles of teachers and learners, among others. This is done 
so that we can reflect on what we have discovered and apply it to our professional action. (p. 16-
17) 
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In addition to Wallace and Cardenas, Burns (1999) defines action research as 
having a focus on issues that are concrete and practical and which are of immediate 
concern to particular social groups or communities. According to her, action research is 
carried out in natural settings and by using methods that are frequent in qualitative 
research. Finally, she highlights how action research is participatory because members 
of the community of the study are the ones involved in carrying it out.  
 
At the beginning of the research project, I concentrated on a specific 
phenomenon: the perceptions of the pre-service teachers on implementing the LLTC. 
Then, I looked for the necessary theory so that a theoretical foundation underlay the 
research project. Once this was done, I designed an action seeking to evaluate the 
phenomenon I previously focused on. Having the design, I moved on to applying the 
new pedagogical intervention to finally observing the development of such innovation. I 
needed to reflect upon the development of the LLTC to finally revise and change the 
initial design when necessary. Cardenas (2000) lists down what I have here mentioned 
into seven steps organised in cycles of systematic work which are also shown in Figure 
1, The Action Research Spiral by Kemmis and McTaggart (1985) cited in Cardenas (op. 
cit.). 
 
1. Identify an issue, interest or problem; 
2. Seek knowledge; 
3. Plan an action; 
4. Implement the action; 
5. Observe the action; 
6. Reflect on your observations; 
7. Revise the plan. (Cardenas, op. cit.)
revise the plan
identify an issue, 
interest or problem
seek knowledge
plan an action
implement the action
observe the action
reflect on your observations
Kemmis and McTaggart (1985)
 
Figure 1 The Action Research Spiral 
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By following the process above summarised, the research project contained an 
organised set of action plans. I now intend to provide readers with a more thorough 
description of the action plans in the research project itself.  
 
At the beginning there was a phase of data collection. The data were generated 
by the students’ needs through a questionnaire and some individual interviews to know 
the linguistic state and learning wants of the students in the project. During this phase, 
the data were collected from students and their previous teacher. For this reason, they 
were the informants in the study. My role was data collector and informant as well 
because I was able to add information regarding the linguistic state of students. Once all 
the information was collected, the next step was to analyse it and draw some 
conclusions to design the curriculum for the coming course. 
 
The next step was the implementation of the syllabus included in the curriculum 
which was born from the data generated by students was the next step. As the research 
went along, I observed the syllabus’ development and analysed it through reflective 
teaching. The pre-service teachers also played a role in the evaluation process. The 
process of evaluation had two occasions on which a questionnaire and an interview 
were administered. The main focus of these methods was the LLTC. Finally, a teaching 
journal helped triangulate the analysis for the data collected. My role was therefore of 
the participant observer and informant because I saw the process while I was part of it, 
providing information myself. With the information gathered at this stage, I analysed the 
syllabus and especifically the LLTC. By means of the questionnaire and the group 
interviews that I administered, I collected the data to answer the research questions for 
my research project.  
 
8.2 CONTEXT  
 
I conducted the research project mainly at Our Lady School located in a small 
town in Risaralda. The town is located three hours away from Pereira, Colombia. The 
pre-service teachers of the research project attended their classes at the 
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aforementioned school, which was a public elementary and high school located in the 
town. They were allowed to use the classrooms on Fridays, Saturdays, and Sundays 
because the rest of days it was used by ordinary elementary and high school students. 
The classroom itself was designed like a theatre, so I could see all of the students from 
a frontal position. If I needed to move around the classroom, I had to step on steps 
because of its design. The board was located at a high position facing what seemed a 
‘stage.’ Therefore, it was not in a horizontal position with the people who sat in the front. 
I needed to lower my sight to make eye contact with the students who were in this part 
of the classroom. When I needed to access the board, I was required to go up some 
stairs which led to the stage. In addition to this classroom, the students also had access 
to another classroom where videos could be played. The room was some sort of 
auditorium because of its size and design, again like a theatre. We also had access to a 
third classroom. Finally, the school was near the town’s main park; during coffee breaks, 
students could leave the school and go to cafeterias outside.  
 
The pre-service teachers in this research process were enrolled in a university 
program which belongs to The Countryside University, in Pereira, Colombia. They all 
were enrolled in the Children’s Pedagogy Program at TCU. This is why I address them 
as pre-service teachers.  
 
In addition to being part of their program, they were also part of the English 
program at TCU. This program was administered through the Institute for Foreign 
Languages (IFL), which was created under the Acuerdo No. 06 febrero 7 2001 
(Agreement number 06 issued on February 7th 2001).  
 
8.3 PARTICIPANTS 
 
The participants of the research project were thirty-three pre-service teachers. 
Thirty-two of them were females and one was a male. Their ages ranged between 21 
and 44 years old by 2008. Thus, the average age was 27.9 years old. At the time the 
research project started (second semester 2008), they were studying their fifth semester 
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of the University program above mentioned. Since the participants were studying a 
higher education program, they had of course already graduated from high schools in 
the Colombian educational system. The majority of them lived in the town or its 
surroundings whereas others lived in another town. 
 
Some pre-service teachers were in fact already teaching in public schools near 
the towns where they lived. All of the thirty-three pre-service teachers had had teaching 
experience because the program they were studying required them to do so. The 
teaching practicum they performed involved children in elementary school and more 
specifically first graders.  
 
8.4 DATA COLLECTION PROCEDURES 
 
The instruments for the collection of data that were used in the present research 
proposal are as follows. They were piloted one with participants from the same course 
before the data collection process described here. 
 
Questionnaire: Wallace defines questionnaire as “a form on which there is a set 
of questions to be answered by a number of people so that information about those 
people which is of interest to the research can be discovered. Questionnaires are 
usually answered in writing, but may also be used in an interview” (p. 259). To know the 
questionnaire to be implemented in this research project as a continuing needs 
assessment instrument. 
 
For this research project, the questionnaire contained closed and open questions 
that aimed at collecting students’ answers in regard to their level of proficiency as they 
felt it, their wants, needs, and likes in the learning of the English language, and 
especially their opinions about the learner-led teaching component for the course. This 
questionnaire was administered twice in every course: In the middle and at the end. 
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Interview: Wallace (1998) defines interview as a sort of predetermined conversation or 
meeting intended to gather certain information. “[It has a] list of questions (or interview 
schedule) prepared by someone who is conducting the interview” (p. 257). The interview 
used was semi-structured because it had some guiding questionms from which other 
follow-up questions could spring out.  
 
The interview for this research project had six (6) questions. The purpose of the 
interview was to ask some students of the course who were teaching, what they thought 
about a teaching component for the course. This interview was carried out once. There 
was another interview administered to the former teacher of the students in the research 
project. The objective was to gather some initial information from his point of view and 
which was valuable for the research project.  
 
Journal: Wallace (op. cit.) depicts a journal as a “shared account of a person’s 
actions, thoughts and feelings written by the person himself or herself, usually on a daily 
basis. Journals are different from diaries because they can be read and commented on 
by others” (p. 257). 
 
In this research project, I used a teaching journal to reflect on my professional 
performance. The objective of the journal was to reflect professionally on the way the 
research experiment was carried out and if changes needed to be made. Reflection was 
therefore focused on pre-service teachers’ response to the syllabus containing the 
learner-led teaching component as well as the technicalities of classroom situations, 
namely the way practical teaching and/or learning activities went. This journal had 
entries after each class was experienced. 
 
Group Interviews: The objective of the group interviews was to ask the pre-
service teachers of the research project what they thought and felt about the course and 
the learner-led teaching component embedded in it. I carried out and audiorecorded the 
interviews the third and final classes of the course in which the pedagogical intervention 
took place. The interviews were transcribed for analysis.  
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8.5 DATA ANALYSIS PROCEDURES  
 
After having collected the data from the three methods (the questionnaire, the 
group interview and the personal teaching journal), I started a process of transcribing 
everything digitally. I usually wrote entries on my teaching journal after each class 
having the learner-led teaching component as a core element. The journal entries were 
directly typed on a computer. The answers to the questionnaires were fully transcribed 
as well as the interviews that were conducted. 
 
Once all this information had been gathered and transcribed, I started reading the 
questionnaires question by question. More specifically, I looked at a participant’s answer 
for any question. Based on his/her answer, I came up with a Coding which could entail 
answers similar like the first one. The samples for the codings in each question were 
chronologically and numerically ordered.  
 
After analyzing a participant’s answer, coming up with a coding, and listing down 
the related answers, I read the two transcriptions of the two group interviews I 
conducted, looking for patterns related to the coding posted by the answers in the 
questionnaire. 
 
Finally, I went over my notes in the teaching journal and looked for entries that 
could relate to the codings I had previously stated. By doing so, I intended to triangulate 
the results in the data collected. I managed to triangulate a good number of codings to 
make the results more consistent.  
 
The codings initially changed several times as I needed to look for names that 
could encompass the answers provided under each and every one of the codes. Finally, 
the codings were worded in the form of phrases or sentences like these: FORMACIÓN 
COMO DOCENTES, ES UNA OPORTUNIDAD PARA APRENDER. 
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With the codings for each question, I started to draw some findings (see 
FINDINGS on page 48), from the analysis of the learner-led teaching component, that 
had a relation with the research questions. After getting some initial findings, the thesis 
advisor and I discussed them, looking for inconsistencies. We were able to make a list of 
ten findings. However, the number changed and we finally ended up having four 
findings.  
 
At this point, the thesis advisor asked me to go back to the codings I had in order 
to group them into categories. Finally, we analysed some categories I proposed and as 
a result, we came up with four categories: The LLTC and emotional factors, the LLTC as 
providing experience as teachers, the LLTC can help them (pre-service teachers) 
practice and learn from each other, and the LLTC as teacher development.  
 
The chart below shows the relation between the research questions and the 
categories.  
 
Research Questions Vs. Findings Categories 
 
What is the impact of a learner-led 
teaching component on a group of 
pre-service early-childhood 
education teachers in terms of their 
language development & teaching 
identities? 
 
Findings 
1. The LLTC’s advantages for 
learning and teaching identities and 
practices. 
 
2. The LLTC as an enabling agent 
of language improvement. 
 
3. The course teacher as a model. 
 
4. The LLTC, a need for the 
curriculum process. 
 
1. The LLTC and Emotional Factors 
“Se pierde el miedo” 
“Se crea una confianza como docentes” 
“Se pierde la timidez” 
 
2. The LLTC as providing experience as teachers 
“Se tiene experiencia como docentes” 
“Experiencia para el futuro trabajo con niños/estudiantes” 
 
3. The LLTC can help them practice and learn from each other 
“Es una oportunidad para aprender” 
“Se puede practicar o afianzar conocimientos” 
“Existe una práctica del idioma” 
 “Hay oportunidad de corrección del profesor y de otr@s” 
“Existe la ayuda de otr@s compañeras para aprender” 
 
4. The LLTC as Teacher Development 
“Hay un proceso de formación como docentes” 
“Ayuda al desempeño como docentes” 
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8.6 INSTRUCTIONAL DESIGN 
 
For this research project, I was allowed to design the curriculum and a syllabus 
for the pre-service teachers. The selected syllabus was the multi-dimensional syllabus 
because it led to a [...] design which was flexible, less rigid and more responsive to the 
various language needs the pre-service teachers had (Mohseni, 2008). The syllabus 
was further supported by the ‘multi-strand’ syllabus described by Ur (2003) as a 
comprehensive syllabus because it combined topics, tasks functions and notions, as 
well as grammar and vocabulary. I attempted to combine Mohseni’s (2008) 
multidimensional syllabus along with Ur’s (2003) multi-strand and process syllabi to build 
a syllabus aimed at the pre-service teachers’ various learning styles as well as their 
wants and needs. I call this syllabus combination a negotiated multidimensional 
syllabus. 
 
Deciding on a syllabus was a task that needed to go hand in hand with what the 
students of the course liked, wanted, and expected from the course. In order to come up 
with a syllabus, I conducted a needs assessment as the first step in the curriculum 
design process. 
 
The most paramount component in the starting of this research project was to find 
out the special needs this group of learners was facing at the time before the 
implementation took place. As for this research project, the needs assessment or needs 
analysis (Brown, 1995) was carried out by collecting information through a questionnaire 
that students filled out. 
 
Following, I intend to fully describe the pedagogical intervention which was 
proposed in order to develop the research project. The description is supported by an 
actual syllabus in which the learner-led teaching component is expressed through a 
teaching section. The whole study was conceived as entailing a framework of curricular 
innovation which, in Markee’s (2002) words, ‘is a managed process of development 
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whose principal products teaching (and/or testing) materials, methodological skills, and 
pedagogical values are perceived as new by potential adopters (p. 46).’ 
 
Planning and design 
 
The pre-service teachers played a significant role in the creation of the teaching 
component in the negotiated multidimensional syllabus. They specifically helped by 
selecting the standards for teaching English at the elementary level in Colombia to be 
included in the syllabus. The standards were intended to be part of the learner-led 
teaching component for the course. Before it was implemented, they had already given 
their opinion to a different syllabus (English 3) which focused on a pilot learner-led 
teaching component. However, the syllabus that was analysed in this research project is 
the one for the English 4 course. 
 
Implementation 
 
 During the application of the syllabus, there were two stages. In the first one, the 
pre-service teachers performed the role of regular EFL students. In the second stage, 
they were expected to perform the role of teachers by replicating activities guided by the 
course facilitator or tutor (me). For example, I would guide a reading activity and then 
some volunteers would do the same but this time with different materials, questions, and 
so on. This was an initial controlled practice which gave them the chance to practice and 
reinforce what they had previously learnt as well as observe me as a teaching model. 
The pre-service teachers were also performing a role they were expected to be aware 
of: Being a teacher. This could probably happen when they performed teaching actions. 
 
 This learner-led teaching stage was further completed by means of some specific 
tasks I gave them as homework assignments. For example, they needed to design 
simple 5-minute activities in pairs to help school children develop one or two 
competences, stated in the syllabus as standards for learning English in Colombia. The 
teaching activities were done in in-class sessions and performed in small groups inside 
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the classroom. The teaching activities were informally analysed by the participants. At 
this point, I took notes which were then transcribed in my teaching journal.  
 
 Finally, the learner-led teaching component was strengthened by means of some 
structured practical sessions the pre-service teachers planned and performed for the 
whole group of peers at the end of the course. For the practical sessions, the student 
teachers designed their own materials to teach their classes. Illustrations were 
recommended and highly used because it was decided during the course that images 
were helpful material to work with children. As stated in the syllabus, this teaching 
project, as it was called, was evaluated. Hence, the learner-led teaching component 
proposed in the language course was carried out.  
 
Evaluation 
 
 The evaluation process of the innovation was a permanent endeavor. On the one 
hand, I evaluated what was going on during the implementationn through my journal. 
Every time I finished a class, I would write about the events that took place and which 
were related to the LLTC. In the project I conducted, professional development was not 
a major guiding element for the pedagogical innovation (the LLTC). However, there were 
occasions when the pre-service teachers played an analytical role in the implementation 
of the LLTC as they were able to informally evaluate the teaching-oriented activities they 
performed. Finally, on a more structured stance, the LLTC was evaluated by means of 
some questions included in the questionnaire and the interview used as a data collection 
methods.  
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9. FINDINGS 
 
9.1 The LLTC and its advantages for learning and teaching identities and practices 
 
As for this finding the course participants believed that the LLTC brought about 
advantages for them as students. Similar results were found in Cadavid (2003) and 
Sierra (2007). In the present research project, the pre-service teachers noticed they 
benefited from having to perform teaching roles. The benefits are seen first of all, at a 
linguistic level. However, the LLTC led them to provide me with positive opinions 
regarding their professional growth as teachers. What is more important, they 
considered that the LLTC gave them the opportunity to learn teaching elements (e.g. 
planning) from each other. I want to make clear that I oriented the LLTC more towards 
Richards & Farrell’s (2005) view of teacher training.  
 
Me pace bueno en interesante, porque de este modo no solo nos preparamos para 
aprender, sino, que nos preparamos para brindar y enseñar lo aprendido utilizando 
buenas estrategias 
 
…gracias a dios tenemos la oportunidad de tener este, este curso y para mí ha sido 
pues… muy importante porque me ha dado las bases, eh, utilizo los ejercicios que 
usted de pronto aquí en clase nos da y entonces practicar con las otras compañeras es 
como planear mi clase para ya una próxima oportunidad con mis estudiantes. Entonces, 
eso hace que esa experiencia sea  demasiado importante entre XXX 
 
cuando uno se pone a dar las clases a otras compañeras, uno aprende también de los 
demás porque ellas traen unas metodologías muy diferentes entonces uno aprende 
diferentes metodologías que utilizan las otras compañeras, entonces eso le sirve a uno 
para la práctica y para cuando a uno ya pues, ya estamos practicando ser docentes y 
cuando ya lo seamos, entonces tener en cuenta todo eso, todas esas prácticas que 
ellas utilizan que son muy, hay unas muy creativas, entonces uno aprende también de 
los demás. 
 
In the excerpt taken from an interview, one of the participants expresses how she can 
learn “methodologies” from her peers. This reflects the collaborative work among 
teachers analysed in Clavijo et al (2004) and Sierra (2007). 
 
54 
Curriculum – Learner-led teaching – Competence 
[Yo] creo profe que nos entra más eso nos centra más en lo que estamos esperando en 
el futuro ¿cierto? Nosotros vamos a para docentes, entonces esta es la oportunidad 
para nosotros mirar nuestras fallas, cómo nos equivocamos y mirar cómo vamos a 
mejorar. Frank: O fortalezas. Luz: Si. Cuando uno, cuando por ejemplo a uno le toca 
dar la clase, uno sabe que se tiene que preparar más, entonces uno tiene la 
oportunidad ahí mismo como de aprender más, de meterse más en vocabulario, en 
pronunciación, en todo. 
 
In the previous excerpt, Luz reflects on how through the LLTC, the pre-service 
teachers can see the aspects they need to improve. This sample also shows the 
reflection level needed in professional development (Richards and Farrell, 2005). 
 
From a more humanistic point of view yet still related to teaching, according to the 
pre-service teachers, the LLTC helped them improve confidence and lose fear of being 
teachers. This finding can also be seen in Sierra’s (2007) research study. On the 
questionnaire and the group interviews, the pre-service teachers in the present study 
provided me with a great deal of data that related to improving confidence and losing 
fears  
 
- Por medio de este componente aprendemos a quitar los temores a pararnos 
frente a un salón de clase y las dudas q’ tengo son aclaradas en su totalidad. 
 
In the samples above, the pre-service teachers make clear that the LLTC had an 
impact on them as language learners and as potential language teachers. The data 
confirm how teaching practices (performance, planning) were needed in the course 
since the pre-service teachers were potential English teachers. The LLTC required them 
to perform in front of their own peers. As a consequence, they became aware of the fact 
that they also improved their confidence and started to lose their fear towards teaching 
English. This kind of analysis depicts some level of reflection in professional 
development (Richards and Farrell, 2005). 
 
They also learned from classroom events which gave them experience for future 
teaching. Through the class experience, they started improving confidence to perform as 
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teachers, use materials, and finally practice language they learned. Nevertheless, the 
data did not shed light on personal teaching reflection, which contradicts the finding 
related to reflection in Cadavid’s (2003) research study.  As a conclusion, the pre-
service teachers in the present study saw the LLTC as important for their training in 
teaching.  
 
9.2 The LLTC as an enabling agent of language improvement 
 
The pre-service teachers clearly envisioned the LLTC as something beneficial for 
their learning. This finding reflects the finding in Cadavid’s (2003) study. Questionnaire 
and interview data suggest that the pre-service teachers in the present study embraced 
the LLTC as an opportunity to practice in both scenarios as learners and as teachers.  
 
Si. Porque de esta manera practicamos y a la vez aprendemos sobre el inglés 
Si, porque cuando nos equivocamos frente a nuestros compañeros y ello saben hay una 
retroalimentación favoreciendo el aprendizaje 
Si. Porque obvio necesito saber manejar el tema entonces debo tener mejor concepto 
sobre lo que voy a enseñar así necesito aprender vocabulario pronunciación, lectura, 
etc. 
 
The sample data above suggest that the LLTC helped them in language learning not 
only from me as the course tutor but also from themselves as professional peers. 
Learning from other peers are results also evident in Usma & Frodden (2003) and Sierra 
(2007). Since during LLTC activities the pre-service teachers were required to practice 
(at home) before teaching, they learned or practiced basic language items such as 
pronunciation of animals, professions, colors, etc. One needs to know what one teaches. 
 
9.3 The course teacher as a model 
 
This finding can be supported by the numerous positive opinions the participants had 
towards the course and its components, especially the aspects that dealt with the way I 
guided the class (methodology, use of materials, etc). The opinions have been 
expressed in both methods, the questionnaire  and the group interviews. 
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Me gusta la metodología que usted enseña porque para mí más que, más que el inglés 
es, es, es el conocimiento más grande que podemos tener de usted es su metodología. 
 
[Es] que este curso ha sido como… hasta ahora los cursos han sido como muy 
provechosos. Hay, para la futura práctica así como una docente, o sea uno ya sabe, ah, 
como si le voy a dar una canción, qué gestos tengo que hacer, o si le voy a dar 
ejercicios, cómo hago para que este me encaje con lo que voy a dar más adelante. Y 
además usted inspira que uno siga como su modelo, porque usted, usted trae como su, 
la clase como muy súper preparada, todos los ejercicios tienen como una continuidad. 
Todo va es como muy relativo, entonces uno como que trata de como de apropiarse de 
las estrategias. 
 
In the samples above, the pre-service teachers seemed to have raised awareness on 
the way I guided the classes. The analysis was oriented towards my teaching style and 
therefore, the pre-service teacher was able to draw a conclusion, saying that my 
methodology was the biggest knowledge they could get from me. Also, I can analyze 
that directly or indirectly the pre-service teachers played the two roles I have highlighted 
throughout this document: That of being a student and being a teacher in preparation.  
 
To emphasize my role as a course tutor and its impact on the pre-service teachers, 
there is also sample support in the two interviews that I administered during the research 
process. The course participants saw the way I guided the classes as a model they 
could follow when teaching. In a way, this finding did not have much to do with the LLTC 
because the finding reflected opinions the participants had towards the course. 
However, it did reflect how they analysed teaching events as beneficial for their own 
teaching identities.  
 
The data above suggest that not only did the LLTC itself presented the pre-service 
teachers with opportunities for professional betterment, but also I did. Since they were 
enrolled in a program for teaching children, they analysed the way I taught and they 
liked it. Therefore, they welcomed my teaching style and saw it enriching for their own.  
In the sample above, for example, the pre-service teacher liked the way I connected the 
activities that I guided in class. The pre-service teacher also liked the fact that I prepared 
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the class. Connection and preparation seemed to be two aspects of my teaching style 
that the pre-service teacher is likely to use in his/her teaching practicum. This opinion 
reflects what Malderez & Bodóczky (1999) see as commitment to professional 
development. 
 
9.4 The LLTC, a need for the curriculum process 
 
Participants viewed the LLTC as having positive effects on the course. Since the 
LLTC was proposed as classroom activities, the data around this topic shed light on 
participants’ preferences. In conclusion, the LLTC was something that should continue in 
the language course for the participants as there were several advantages they noticed. 
 
- Ejercicios de enseñanza porq’ nos preparamos mejor para enseñar luego 
- Ejercicios de enseñanza porque son necesarias para nuestra carrera 
- Ejercicios de enseñanza ya que así se tienen varias oportunidades de aprender 
 
One of the impacts of the LLTC was the fact that it became a preferred course 
activity. The pre-service teachers, as they rationalize above, found the language and 
professional gains in the pedagogical-curricular innovation. The pre-service teachers 
highlighted the LLTC as a preferred course activity perhaps because it fulfilled specific 
needs (Graves, 2007) they had as language learners and potential teachers. 
 
The pre-service teachers also gave opinions on the continuity of the LLTC. They said 
it gave them the chance to live two processes (learning and teaching) at the same time. 
Evidently, they detected the language and technical gains that the LLTC brought about. 
There were good amounts of data that support this finding. These data have a relation 
with the aforementioned advantages dealing with teacher training, teaching strategies, 
opportunities to practice and learn, and teaching performance (see finding 1). The 
samples were gathered from question the questionnaire and the interviews conducted. 
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Si. Porque asi afianzamos los conocimientos adquiridos y nos prepararemos mejopr 
para la practica futura. 
 
Si. porque esta en nosotras mismas aprender de los demas, así como en un futuro lo 
harán los niños que tengamos a cargo 
 
¿Por qué debe continuar? Porque usted sabe que entre más uno practica, más 
aprende. Entonces cada día que uno practique algo o si, si va a aprender más la va 
servir para reforzar más los conocimientos. 
 
In the samples above, the pre-service teachers adopt and evaluate the curricular 
innovation as a component that should continue. According to Nunan (1996), any 
“element within the curriculum may be evaluated” (p.7). Therefore, the initial innovation 
should become something fixed in the language curriculum. Given the fact that there 
were language-related and professional advantages to the LLTC, it turned out the pre-
service teachers embraced and wanted the pedagogical innovation to carry on. 
 
[Además] de que nosotros cuando hacemos una planeación y estamos con un grupo, 
vemos que tenemos errores y tenemos fallas. Entonces con una sola práctica, no 
vamos a aprender, entonces tenemos es como ir superando todos los errores que 
vamos cometiendo y además pues que el inglés yo creo que como el castellano 
siempre va variando, entonces necesitamos eh, siempre investigar y poner en práctica 
todo lo que aprendemos. 
 
In this previous finding, the pre-service teacher expresses how continuing with the 
innovation can help them work on their mistakes in teaching. Being able to tell mistakes 
can be seen as a process of reflection in professional development (Richards and 
Farrell, 2005) and analysing the need for the component to continue relates to 
evaluation of curriculum components (Nunan, 1996).  
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10. DISCUSSION 
 
The findings of this study show that the pre-service teachers embraced the 
learner-led teaching component (LLTC) as a course constituent which gave them 
space for learning aspects about the language and about teaching the language 
(Cadavid, 2003). The LLTC involved learning experiences resulting from the activities 
I proposed as the curriculum planner (Beauchamp, 1975).  
 
Since the word curriculum has generally had a definiton involving the concept of 
learning (Buswell, 1942; Krug, 1956; Johnson, 1969; Inlow, 1973; Beauchamp, 1975; 
Zais, 1976; Lewis, 1981; Rodriguez, 1984; Rodgers, 1989), the learner-led teaching 
component acted upon this concept to the point of being considered by the pre-
service teachers (and myself for that matter) as an enabling agent of learning 
through which they could learn the language and about teaching children (Cadavid, 
2003; Usma and Frodden, 2003).  
 
In addition to opportunities for learning the language, the pre-service teachers 
also learned, from me as the course tutor and from peers (Malderez & Bodóczky, 
1999; Sierra, 2007), aspects dealing with teaching the English language (e.g 
planning, use of materials, inclusion of standards in learning activities). Learning how 
to teach the language is a need I took into account and, to a point, fulfilled when 
developing the curriculum (Graves, 2007). 
 
The LLTC entailed a group of meaningful activities such as standing in front of an 
audience, involving students through questions, planning based on standards. I label 
these actions as being meaningful because they related to what language teachers 
actually do in class. As Zais (1976) puts it, meaningful learning activities are the 
heart of the curriculum as they are quite influential in forming the learners’ 
experience and their education.  
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The pre-service teachers concluded that the LLTC should be a continuous 
process. They drew this conclusion because I considered their opinions as influential 
in the building of the curriculum including the LLTC (Clavijo, 2001). The LLTC 
changed the way the course was to be guided and took it to a more learner-centered 
viewpoint in which the pre-service teachers worked collaboratively (Usma & Frodden, 
2003). The pre-service teachers worked together when planning the classes they 
taught and also when they played the role of children during the teaching-learning 
events.  
 
From a professional perspective, the pre-service teachers were able to perform 
teaching activities (e.g asking questions, eliciting information, and giving instructions) 
which, in turn, gave room to the starting point in shaping their own identities in 
teaching English. Basically, the LLTC was growth-driven (Díaz-Maggioli, 2004).  
 
The professional development stage of the LLTC included experience as teachers 
and about being teachers. In other words, the pre-service teachers were able to raise 
awareness on the aspects they needed to improve, change their attitudes towards 
the language (i.e. dislike), and work on some classroom management skills needed 
in the ELT profession such as standing in front of an audience, using materials, 
among others (Finocchiaro, 1988). However, it is important to note that the LLTC 
implied specific needs in teaching and did not have much to do with analysing and/or 
reflecting upon teaching practices (Richards & Farrell, 2005). 
 
Throughout the research project, the pre-service teachers were able to analyse 
the way the tutor guided the classes. It seems like they observed critically what 
happened in class. This is probably why one of the findings reports on the 
methodology for the course and the model that the tutor represented for the 
participants (Malderez & Bodóczky, 1999). In a way, and as Nunan (1996) argues, I 
was an agent of curriculum development. 
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It is important for students to take part in the evaluation of a curriculum (Nunan, 
1996; Clavijo, 2001). To do this, I planned ways for the pre-service teachers to 
evaluate the course which allowed them to express why the LLTC should continue 
saying that it was important for their future teaching experiences. Just as any 
element of a curriculum can be evaluated (Nunan, 1996), the pre-service teachers 
took a stance in commenting on the LLTC as well as other aspects of the course 
(materials, evaluation, and activities). 
 
As presented in Sierra’s (2007) study, the pre-service teachers in my project 
developed specific attitudes in relation to their teaching practice. For example, the 
pre-service teachers developed some confidence to be in front of an audience or in 
other words, risk taking (Sierra, 2007).  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
62 
Curriculum – Learner-led teaching – Competence 
11. INSTRUCTIONAL AND RESEARCH IMPLICATIONS 
  
In Colombia, implementing programs for language teacher education has become 
a vital step in order to achieve the objectives proposed by the MEN in regard to the 
standards for the teaching/learning of English. The pre-service teachers in this research 
project identified key elements in teacher preparation such as experience to perform as 
teachers including practices in this profession (e.g. planning the lesson). 
 
More language teacher education programs should be offered at University level. 
Students of teaching programs, especially in early-childhood education, should be given 
language courses in which they take on the teaching role. Pre-service teachers could in 
fact have an analytical stance in developing language courses including a teaching 
component they were in charge of. The needs they have as future teachers must be 
taken into account. However, one must not overlook, by any chance, the importance of 
helping pre-service teachers develop communicative competences because, based on 
the study the MEN conducted, the lack of language development is a prevalent need in 
Colombian language education.  
 
The learner-led teaching component portrayed in this research project is a simple 
example of what University teaching programs can do to consider language education 
holistically. In other words, the two processes (learning and teaching) can be glued 
together to educate future teachers in teaching, as in this case, English as a foreign 
language. It is recommended, however, that the two-sided program be reflected upon 
more deeply than the innovation in this study for the reason that the component must be 
structured in the language curriculum.  
 
Further research should be done in observing how the implementation of this 
LLTC can actually help pre- or in-service teachers when they are facing pedagogical 
scenarios with school students. The impact of the LLTC can be researched on by means 
of observations containing three phases: Before, during, and after the class is taught. In 
addition, interviews can help shed light on what and how the pre-service teachers felt 
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during the application of their knowledge. The impact of this knowledge can be analysed 
in terms of the learning achieved by the students the pre-service teachers guide. 
 
I conducted my research project with pre-service teachers at TCU, with its 
sectional in the small town but further research can be done with pre-service teachers at 
TCU, sectional Pereira. The latter participants may have different needs in comparison 
with the former and have broader or narrower perspectives towards the LLTC. They 
could also contribute with ideas to improve the teaching component; for example, 
specific teaching strategies such as the use of ICT’s (information and communication 
technologies), content-based learning, among others.  
 
Finally, it is also recommended that a more detailed study of language 
development be done while applying the LLTC. The analysis can be done, for example, 
with experimental groups, one having the LLTC and the other group without the 
component. Nevertheless, stakeholders need to envision the LLTC as being something 
for local concerns. I did not conceive, and therefore do not see, the learner-led teaching 
component as a whole University level program for teacher education.  
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12. CONCLUSIONS 
  
The learner-led teaching component presented learning opportunities because 
the pre-service teachers practiced English as well as learned new linguistic aspects from 
the course teacher and from their peers. To what specific extent the LLTC helped them 
is not clear in the data. However, they said that through the LLTC, they needed to make 
an effort to actually learn what they were assigned to teach (e.g. vocabulary and 
pronunciation).  
 
Another aspect related to learning that was highlighted in the collected data is 
how the participants could practice what they were learning in the course by means of 
the LLTC. The pre-service teachers expressed that while practicing, they were learning 
the language. The extensive amount of data leads me to conclude that the LLTC did 
have an impact on their language development even though this cannot be 
systematically demonstrated.  
 
In terms of professional practice, the LLTC helped them start to (or continue to) 
develop teaching practices that were relevant when teaching children. On the one hand, 
the pre-service teachers emphasized how the LLTC helped them improve confidence 
and lose fear towards performing the roles as teachers. On the other hand, the LLTC 
was a curriculum component through which they could have experience before they 
actually could teach children. The experience the pre-service teachers pointed out 
involved aspects such as classroom management, teacher physical position in the 
classroom, good teacher pronunciation, teaching strategies, etc. As a way of conclusion, 
the LLTC did provide the course participants with tools to start (or continue) developing 
their teaching identities.  
 
The LLTC was a curriculum component which blended other two curriculum 
components: Teaching and learning. On the one hand, the teaching phase was not only 
guided by me (the course teacher) but by the students themselves when performing the 
teaching activities stated in the syllabus for the course and proposed by the LLTC I 
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ellaborated. On the other hand, learning took place before implementation of the LLTC 
when the pre-service teachers were regular EFL students and during the implementation 
of the LLTC when they performed the role of teachers in their current learning scenario. 
When they performed, they taught each other linguistic elements such us colors, fruits, 
animals, professions, etc and technical elements such as the use of visual materials and 
strategies for including listening comprehension. In conclusion, the LLTC was oriented 
towards a perspective of learner- and learning-centeredness. 
 
The LLTC should not be seen as the panacea in language teacher education. To 
begin with, every language course has different needs as created by the society, the 
educational system of a country, and the students and teachers of a course. As a 
consequence, the LLTC should be adapted according to these needs. Secondly, the 
LLTC assures experiences for learning but does not assure learning specific language 
items. To demonstrate if actual linguistic aspects are learned, users of a LLTC would 
have to focus on any specific language element they needed to address. Finally, the 
LLTC I observed lasted barely two months, so a more detailed study could shed light on 
curriculum, language, and professional development of pre-service teachers.  
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APPENDIX 1 
 
THE COUNTRYSIDE UNIVERSITY 
HUMANITIES AND LANGUAGES DEPARTMENT 
INSTITUTE FOR FOREIGN LANGUAGES 
IFL 
 
 
Querid@ estudiante, 
 
Este cuestionario forma parte de un proyecto de investigación que busca crear y evaluar un currículo para 
el curso de inglés que usted está estudiando. Los resultados del cuestionario van a tener un gran valor 
para el diseño del programa para el curso de inglés 5. El cuestionario es anónimo, sus respuestas no 
tendrán ninguna retaliación en contra suya. Al contrario, la investigación tiene como objetivo desarrollar 
un curso con base a SUS NECESIDADES en cuanto al aprendizaje del inglés. 
  Por su colaboración, ¡muchas gracias! 
 
Indique con una X 
1. Califíquese de 1 a 5 los siguientes componentes del curso 4 (1 lo más bajo, 5 lo más 
alto). 
 
Pronunciación  Lectura  Escucha  
Vocabulario  Escritura  Habla  
 
2. ¿Qué es lo que más le ha gustado del curso 4? 
______________________________________________________________________
______________________________________________________________________ 
3. ¿Qué es lo que menos le ha gustado de este curso? 
______________________________________________________________________
______________________________________________________________________ 
4. ¿Cuál cree es ahora su nivel de inglés? 
 
Malo  Regular  Bueno  Muy bueno  Excelente  
 
5. Indique, enumerando de 1 a 5, su necesidad de mejorar en cada uno de los 
siguientes elementos. 
 
1= Bastante necesario   2= Muy necesario    5= Poco necesario 
3= Necesario    4= Más o menos necesario 
 
Pronunciación  Lectura  Escucha  
Vocabulario  Escritura  Habla  
 
6. ¿Qué cree necesario para continuar mejorando su nivel de inglés? 
______________________________________________________________________ 
______________________________________________________________________ 
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7. Señale con una X los 3 materiales que cree se deben implementar más en inglés 4.  
 
Videos   Fotos  Carteleras  Grabadora   CDs  
Libros  Fotocopias  Canciones   Artículos sobre su carrera   
 
8. Señale con una X las 3 actividades que le gustaría que más se desarrollasen en el 
curso 4. 
Ejercicios de 
enseñanza  
 Dramatiza- 
ciones 
 Diálogos y/o 
Conversaciones 
 Quizzes   Ejercicios 
de lectura 
 
Ejercicios de 
escritura 
 Ejercicios de 
pronunciación 
 Presentaciones 
orales 
 Trabajos extra 
clase 
  
 
¿Cuál de las anteriores cree usted es la más importante? ¿Por qué? 
______________________________________________________________________ 
9. ¿Qué elementos de inglés 4 cree deben continuar en el curso de inglés 5? 
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 
 
10. ¿Cuál es su opinión respecto al componente de enseñanza que se ha propuesto 
para el curso y en el cual usted hace el papel de profesor@ de inglés? 
______________________________________________________________________
______________________________________________________________________ 
______________________________________________________________________ 
 
11. ¿Cree usted que este componente de enseñanza le ayuda en su aprendizaje del 
inglés? Si___ No___ ¿Por qué? 
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 
 
12. ¿Cree usted que este componente de enseñanza le ayuda para su futura práctica 
como docente? Si___ No___ ¿Por qué? 
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 
 
13. ¿Cree usted que el componente de enseñanza debe continuar? Si___ No___ ¿Por 
qué? 
______________________________________________________________________
______________________________________________________________________
______________________________________________________________________ 
 
14. Escriba su opinión para cada uno de los componentes que están siendo evaluados 
en el curso de inglés 4. 
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Portafolio (x 40%) 
______________________________________________________________________ 
Proyecto de Enseñanza (x 25%) 
______________________________________________________________________ 
Test de habilidades comunicativas -escucha, habla, lectura, escritura- (x 25%) 
______________________________________________________________________ 
Participación en clase (x 10%) 
______________________________________________________________________ 
 
15. Autoevaluación como estudiante 
Indique con una X junto a la S__ o a la N__ si tiene o no la capacidad de hacer las 
siguientes cosas en la lengua inglesa. 
 
Escucha 
1. Escuchar y entender la idea general de textos orales grabados si estoy familiarizad@ con el tema.  
S__ N__ 
2. Escuchar y entender la información específica de textos orales grabados si estoy familiarizad@ con el 
tema. S__ N__ 
3. Escuchar y entender instrucciones como éstas sean presentadas en inglés. S__ N__ 
4. Escuchar y repetir elementos propios de la lengua hablada (Pronunciación, entonación y acento).  
S__ N__ 
5. Responder preguntas de manera oral o escrita con base a algo que he escuchado. S__ N__ 
6. Dar reportes orales o escritos sobre la información que he escuchado de textos orales grabados.  
S__ N__ 
¿En cuál de los anteriores necesita mejorar más? _____ 
 
Pronunciación 
1. Entender la diferencia entre la entonación de las preguntas de información personal y las preguntas de 
respuesta Yes o No. S__ N__ 
2. Pronunciar de manera clara palabras que son usadas con frecuencia. S__ N__ 
3. Pronunciar correctamente la conjugación verbos regulares e irregulares en tiempos pasado y presente 
perfecto. S__ N__ 
4. Pronunciar de manera correcta el vocabulario que se trabaje en clase además del que se va a trabajar 
con niños en encuentros de enseñanza-aprendizaje. S__ N__ 
5. Tener una pronunciación aceptable para comunicar efectivamente información básica sobre mi y sobre 
mi entorno. S__ N__ 
¿En cuál de los anteriores necesita mejorar más? _____ 
 
Habla 
1. Describir experiencias o eventos en tiempo presente, presente perfecto y pasado. S__ N__ 
2. Describir planes y sueños en tiempo futuro y dar explicaciones breves sobre éstos. S__ N__ 
3. Dar descripciones físicas sobre mí, las personas de mi entorno, animales y objetos. S__ N__ 
4. Dar definiciones sobre personas, animales, o cosas. S__ N__ 
5. Participar en diálogos y conversaciones espontáneas o previamente planeadas. S__ N__ 
6. Participar en presentaciones orales de manera individual o grupal. S__ N__ 
7. Usar el inglés hablado en el salón en todo momento posible mediante frases cotidianas. S__ N__ 
8. Usar expresiones relacionadas con eventos de enseñanza (Repeat after me, What’s this? What color is 
this book? etc). S__ N__ 
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¿En cuál de los anteriores necesita mejorar más? _____ 
 
Lectura 
1. Leer y entender información general en textos de mediana longitud. S__ N__ 
2. Leer textos cortos y simples y encontrar información específica y predecible en ellos. S__ N__ 
3. Usar estrategias de comprensión lectora tales como skimming y scanning, predecir el contenido de un 
texto, usar títulos e imágenes, etc.  S__ N__ 
4.Leer textos para luego dar reportes orales o escritos de la información que se encuentra en ellos. S__ 
N__ 
5. Leer de manera intensiva textos de corta y mediana longitud para encontrar elementos específicos que 
se puedan utilizar en producciones escritas propias. Ejemplo: Reglas de puntuación. S__ N__ 
¿En cuál de los anteriores necesita mejorar más? _____ 
 
Escritura  
1. Escribir sobre experiencias o eventos en tiempo presente, presente perfecto y pasado. S__ N__ 
2. Escribir sobre planes y sueños en tiempo futuro y dar explicaciones breves sobre éstos. S__ N__ 
3. Escribir descripciones físicas sobre mí, las personas de mi entorno, animales y objetos. S__ N__ 
4. Escribir un diario de actividades en tiempo pasado. S__ N__ 
5. Escribir cartas informales siguiendo modelos sugeridos. S__ N__ 
6. Escribir definiciones sobre personas, animales, o cosas. S__ N__ 
¿En cuál de los anteriores necesita mejorar más? _____ 
 
16. Autoevaluación como docente en formación 
Indique con una X si usted tiene o no ahora la capacidad como docente de enseñar a 
niñ@s a hacer las siguientes cosas en la lengua inglesa. 
 
Escucha 
1. Comprendo canciones, rimas y rondas infantiles, y demuestro con gestos y 
movimiento. S__ N__ 
2. Comprender descripciones cortas y sencillas de objetos, lugares conocidos y 
secuencias relacionadas con hábitos y rutinas. S__ N__ 
¿En cuál de los anteriores necesita mejorar más? _____ 
 
Lectura 
1. Reconozco palabras y frases cortas en inglés en libros, objetos, juguetes, 
propagandas y lugares de mi escuela. S__ N__ 
2. Reconozco y sigo instrucciones sencillas, si están ilustradas. S__ N__ 
¿En cuál de los anteriores necesita mejorar más? _____ 
 
Escritura 
1. Copio y transcribo palabras que comprendo y que uso con frecuencia en el salón de 
clase. S__ N__ 
2. Demuestro conocimiento de las estructuras básicas del inglés. S__ N__ 
¿En cuál de los anteriores necesita mejorar más? _____ 
 
Producción Oral (monólogos) 
1. Uso gestos y movimientos corporales para hacerme entender mejor. S__ N__ 
2. Describo lo que estoy haciendo. S__ N__ 
3. Menciono lo que me gusta y lo que no me gusta. S__ N__ 
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¿En cuál de los anteriores necesita mejorar más? _____ 
 
Producción Oral (Conversación) 
1. Respondo a saludos, despedidas y a preguntas sobre cómo me siento. S__ N__ 
2. Pido que me repitan el mensaje cuando no lo comprendo. S__ N__ 
¿En cuál de los anteriores necesita mejorar más? _____ 
 
17. ¿Alguna recomendación, comentario o sugerencia? Si su respuesta es SI, por favor 
escríbala. 
______________________________________________________________________
______________________________________________________________________ 
______________________________________________________________________ 
 
¡Muchas gracias por su colaboración! 
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APPENDIX 2 
Interview students who are teachers 
THE COUNTRYSIDE UNIVERSITY 
HUMANITIES AND LANGUAGES DEPARTMENT 
INSTITUTE FOR FOREIGN LANGUAGES 
IFL 
 
Interview or students who are currently working as school teachers 
 
The interview is to be done in Spanish because the students do not have the language 
level to cope with it. In addition to this, it is done in Spanish in order to avoid anxiety as 
well. 
 
Querid@ profesor,  
 
El motivo de la presente charla es hacerle unas preguntas sobre su práctica como 
docente en cuanto a lo que la enseñanza de inglés se refiere además de indagar sobre 
su opinión acerca de un componente de enseñanza que se podría incluir en el curso de 
ingles que usted actualmente se encuentra cursando. 
 
1. ¿Enseña (enseñaría) inglés en su práctica docente? 
 
 
2. ¿Cómo es (sería) una de sus clases de inglés? 
 
 
3. ¿Podría describir la enseñanza de inglés en su institución?  
 
 
4. ¿Utiliza (utilizaría) algunos elementos de la clase de inglés en su propia práctica 
como docente? 
 
 
5. ¿Qué opina de que en la clase de inglés se incluya un componente de cómo 
enseñar inglés? 
 
 
6. ¿Qué beneficios cree usted que esto traería para su aprendizaje del inglés y para 
la enseñanza de él? 
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APPENDIX 3 
Interview former teacher 
 
THE COUNTRYSIDE UNIVERSITY 
HUMANITIES AND LANGUAGES DEPARTMENT 
INSTITUTE FOR FOREIGN LANGUAGES 
IFL 
 
Interview former teacher of group in the research 
 
Dear teacher, 
 
The objective of this interview is to ask some questions about the course you have 
recently taught in Quinchía so that the information collected from it can be used in a 
future research project to be conducted with the students in the course you facilitated.  
 
1. What was your first impression(s) when you started the course in Quinchía?  
What did the students need help with? What were their strengths? 
 
 
2. How did the students feel in your class? What did they use to say during the 
whole process? 
 
 
3. What were your classes like? How did you assess your students’ performance in 
class? 
 
 
4. What had they improved once they finished the course with you? 
 
 
5. What did you feel they needed to improve once they finished the course with you? 
 
 
6. Do you think they would benefit from a teaching component in the courses they 
are to study? Why? How? 
 
 
7. Do you have any suggestions for the development of the course with these 
students?  
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APPENDIX 4 
 
THE COUNTRYSIDE UNIVERSITY 
HUMANITIES AND LANGUAGES DEPARTMENT 
INSTITUTE FOR FOREIGN LANGUAGES 
IFL 
 
Entrevista Grupal 9 de noviembre de 2008 
La presente entrevista grupal tiene como objetivo el de preguntar a los participantes del 
curso 4 de inglés de Quinchía sus opiniones alrededor del proceso de enseñanza 
aprendizaje que se llevó a cabo en el curso. 
 
1. ¿Me permiten que la información recolectada en esta entrevista la pueda usar para 
mi proyecto de investigación? 
2. Para comenzar, ¿alguna opinión en general sobre el curso que terminó? 
3. ¿Qué es lo que más les gustó? ¿Algo que no les haya gustado? 
4. ¿Encontró algunas diferencias en su aprendizaje del inglés entre este curso y el 
anterior? ¿Cuáles? 
5. ¿Cuál es su opinión en cuanto al componente de enseñanza que se desarrolló en 
las sesiones de clase y en el cual ustedes hicieron el papel de profesor@s de 
inglés? 
5.1 ¿Este componente de enseñanza tuvo algún efecto en la clase o en usted? ¿Cuál? 
5.2 ¿Cree usted que este componente de enseñanza le ayuda en su aprendizaje del 
inglés? Si___ No___ ¿Por qué? 
5.3 ¿Cree usted que este componente de enseñanza le ayuda para su futura práctica 
como docente? Si___ No___ ¿Por qué? 
5.4 ¿Cree usted que el componente de enseñanza debe continuar en el siguiente 
curso? Si___ No___ ¿Por qué? 
6. ¿Cuál es su opinión sobre el portafolio? 
7. ¿Cuál es su opinión sobre el Proyecto de Enseñanza? 
8. ¿Cuál es su opinión sobre Test de habilidades comunicativas -escucha, habla, 
lectura, escritura-? 
9. ¿Cuál es su opinión sobre evaluar la participación en clase? 
¿Alguna recomendación, comentario o sugerencia? 
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APPENDIX 5 
 
THE COUNTRYSIDE UNIVERSITY 
INSTITUTE FOR FOREIGN LANGUAGES 
IFL 
 
Nivel: Pre-intermedio 
Curso: Inglés IV Quinchía 
Plan de estudios: Multidimensional 
 
Presentación 
 
El Plan de Estudios ha sido diseñado para proveer de oportunidades a l@s 
participantes, estudiantes de la Licenciatura en Pedagogía Infantil, de desarrollar 
competencias lingüísticas y de enseñanza. Ha sido diseñado alrededor de las cuatro 
habilidades de la lengua: Escucha, Habla, lectura y Escritura con un enfoque en el 
desarrollo del vocabulario, la pronunciación y la gramática como éstas se encuentran en 
las habilidades mencionadas. Sin embargo, los últimos tres componentes se 
experimentarán en situaciones claramente contextuales, significativas y comunicativas. 
Finalmente, existe además una sección de Competencias de Enseñanza la cual 
complementa el perfil de los participantes. 
 
Las actividades de enseñanza y aprendizaje serán la oportunidad para que l@s 
profesores en formación desarrollen competencias lingüísticas y de enseñanza de 
manera simultánea. Por un lado, las clases tendrán un enfoque de enseñanza para que 
l@s participantes puedan desarrollar competencias y usar éstas en su práctica 
profesional como facilitadores de Inglés como Lengua Extranjera. Por otro lado, se 
espera que las competencias lingüísticas sean desarrolladas a través de actividades de 
aprendizaje así como de enseñanza.  
 
Metodología 
 
El curso seguirá un acercamiento ecléctico donde estrategias y técnicas de diferentes 
métodos se combinarán para proveer al participante de un espectro de experiencias, 
cada cual enriqueciendo su perfil de aprendizaje y de enseñanza. Además de que el 
curso sea ecléctico, los elementos de la lengua tendrán dos enfoques: 1. Un enfoque de 
aprendizaje donde los participantes son estudiantes regulares de inglés como lengua 
extranjera y 2. Un enfoque de enseñanza donde los participantes pondrán en práctica 
los elementos que aprenden, por lo consiguiente reforzándolos, mediante el papel de 
profesores. 
 
Logros Generales de Lengua (Adaptados del Marco Común Europeo) 
 
1. Entender los puntos generales de información que es clara en temas que me son 
familiares y que se encuentran en el trabajo, escuela, ocio, etc. 
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2. Producir textos conectados sobre temas que me son familiares o de interés 
personal. 
3. Describir experiencias y eventos, planes, sueños además de dar breves 
explicaciones y opiniones sobre ellos. 
 
Objetivos Específicos Habilidades Comunicativas: Se asegurará que en todas las 
clases las cuatro habilidades se puedan desarrollar, con especial énfasis en la habilidad 
de la escucha ya que ésta se ha detectado como un reto por l@s participantes del 
curso. Sin embargo, las otras habilidades tendrán atención y se podrán desarrollar 
mediante actividades propuestas por el facilitador para ser hechas en clase y fuera de 
ésta. 
 
Escucha 
• Escuchar y entender la idea general de textos orales grabados si estoy 
familiarizad@ con el tema. 
• Escuchar y entender la información específica de textos orales grabados si 
estoy familiarizad@ con el tema. 
• Escuchar y entender instrucciones como éstas sean presentadas en inglés. 
• Escuchar y repetir elementos propios de la lengua hablada (Pronunciación, 
entonación y acento). 
• Responder preguntas de manera oral o escrita con base a algo que he 
escuchado. 
• Dar reportes orales o escritos sobre la información que he escuchado de 
textos orales grabados. 
 
Pronunciación 
• Entender la diferencia entre la entonación de las preguntas de información 
personal y las preguntas de respuesta Yes o No. 
• Pronunciar de manera clara palabras que son usadas con frecuencia. 
• Pronunciar correctamente la conjugación verbos regulares e irregulares en 
tiempos pasado y presente perfecto. 
• Pronunciar de manera correcta el vocabulario que se trabaje en clase además 
del que se va a trabajar con niños en encuentros de enseñanza-aprendizaje. 
• Tener una pronunciación aceptable para comunicar efectivamente información 
básica sobre mi y sobre mi entorno. 
 
Habla 
• Describir experiencias o eventos en tiempo presente, presente perfecto y 
pasado. 
• Describir planes y sueños en tiempo futuro y dar explicaciones breves sobre 
éstos.  
• Dar descripciones físicas sobre mí, las personas de mi entorno, animales y 
objetos. 
• Dar definiciones sobre personas, animales, o cosas. 
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• Participar en diálogos y conversaciones espontáneas o previamente 
planeadas.  
• Participar en presentaciones orales de manera individual o grupal. 
• Usar el inglés hablado en el salón en todo momento posible mediante frases 
cotidianas. 
• Usar expresiones relacionadas con eventos de enseñanza (Repeat after me, 
What’s this? What color is this book? etc). 
 
Lectura 
• Leer y entender información general en textos de mediana longitud. 
• Leer textos cortos y simples y encontrar información específica y predecible en 
ellos. 
• Usar estrategias de comprensión lectora tales como skimming y scanning, 
predecir el contenido de un texto, usar títulos e imágenes, etc.  
• Leer textos para luego dar reportes orales o escritos de la información que se 
encuentra en ellos. 
• Leer de manera intensiva textos de corta y mediana longitud para encontrar 
elementos específicos que se puedan utilizar en producciones escritas 
propias. Ejemplo: Reglas de puntuación. 
 
Escritura 
• Escribir sobre experiencias o eventos en tiempo presente, presente perfecto y 
pasado. 
• Escribir sobre planes y sueños en tiempo futuro y dar explicaciones breves 
sobre éstos.  
• Escribir descripciones físicas sobre mí, las personas de mi entorno, animales y 
objetos. 
• Escribir un diario de actividades en tiempo pasado. 
• Escribir cartas informales siguiendo modelos sugeridos. 
• Escribir definiciones sobre personas, animales, o cosas. 
 
Estructuras gramaticales y su función comunicativa 
1. El tiempo presente para expresar rutinas: 
I work every day. I am a teacher. I usually get up at… 
She works every day. She is a teacher. She usually gets up at…  
2. El presente perfecto para expresar eventos y experiencias: 
I have never eaten Mexican food. 
Have you ever been to a different country? 
We have studied three English courses. 
3. El tiempo pasado simple para expresar acciones en el pasado: 
Yesterday, I woke up at 6:00am. - I went to Pereira and visited my parents. 
Yesterday, he woke up at 6:00am. - He went to Pereira and visited his parents. 
4. Las frases going to y would like to para expresar planes y sueños a futuro: 
Next year, I’m going to start my research project. 
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I would like to have my own kindergarten. 
Next year, she is going to start her research project. 
She would like to have her own kindergarten. 
5. Preguntas Wh para pedir información con los tiempos arriba mencionados: 
What time do you get up? Where do you live? What do you do? 
What time does she get up? Where does she live? What does she do? 
How many courses have you studied? 
Where did you go yesterday? Who did you visit? 
Why are you going to start your research project next semester? 
When would you like to start your research project? 
 
Vocabulario 
El vocabulario que se trabajará en inglés 4 corresponde al necesario para llevar a 
cabo los objetivos arriba descritos (ejemplo: verbos y frases en pasado para 
describir eventos en pasado). Además se tendrá en cuenta el vocabulario 
necesario para guiar a niños de primero a tercero de primaria en el logro de los 
objetivos abajo descritos.  
 
Objetivos de enseñanza: Estos son los objetivos que han sido seleccionados por los 
participantes del curso inglés de Quinchía y que conforman el aspecto de enseñanza a 
formar parte del plan de estudios de inglés 4. Durante las clases del curso se dedicará 
tiempo suficiente para que los participantes antes mencionados hagan el papel de 
profesores y guíen actividades que conlleven al logro de los objetivos abajo descritos. 
 
Estándares Grados 1º a 3º de primaria según el Ministerio de Educación Nacional 
(MEN). 
 
Escucha 
• Comprendo canciones, rimas y rondas infantiles, y lo demuestro con gestos y 
movimiento. 
• Comprendo descripciones cortas y sencillas de objetos, lugares conocidos y 
secuencias relacionadas con hábitos y rutinas. 
 
Lectura 
• Reconozco palabras y frases cortas en inglés en libros, objetos, juguetes, 
propagandas y lugares de mi escuela. 
• Reconozco y sigo instrucciones sencillas, si están ilustradas. 
 
Escritura 
• Copio y transcribo palabras que comprendo y que uso con frecuencia en el 
salón de clase. 
• Demuestro conocimiento de las estructuras básicas del inglés. 
 
Producción oral (monólogos) 
• Uso gestos y movimientos corporales para hacerme entender mejor. 
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• Describo lo que estoy haciendo. 
• Menciono lo que me gusta y lo que no me gusta. 
 
Producción oral (conversación) 
• Respondo a saludos,  despedidas y a preguntas sobre cómo me siento. 
• Pido que me repitan el mensaje cuando no lo comprendo. 
 
 
 
Competencias de enseñanza a desarrollar 
1. Facilitar el logro de los objetivos arriba descritos según el MEN. 
2. Diseñar planes de clase en los cuales se evidencien actividades de 
aprendizaje las cuales ayuden a niños de 1º a 3º lograr los objetivos según el 
MEN. 
3. Diseñar actividades en las cuatro habilidades para estudiantes de 1º a 3º de 
primaria. 
4. Usar material visual de manera efectiva para así evitar el uso del español.  
5. Reflexionar sobre mi desarrollo profesional como profesor. 
 
Materiales 
El uso de materiales audiovisuales será de gran importancia para el desarrollo y posible 
logro de los objetivos y/o competencias descritas en este plan de estudios. Serán de 
mayor importancia los materiales que provean a l@s participantes de input lingüístico 
que l@s ayude a mejorar en las habilidades específicas de la escucha y la 
pronunciación. Entre otros, los materiales a usar son: 
 
1. Material de audio: Videos, canciones, conversaciones y monólogos grabados. 
2. Material visual: Láminas, fotos, videos, material escrito en papel (fotocopias). 
3. Material digital: En lo posible, uso de software como diccionarios digitales de 
pronunciación, definición y fotografías. 
 
Evaluación del curso 
 
Participación en clase 10%: Comprende el uso de inglés para interactuar en clase 
además de los ejercicios de enseñanza llevados a cabo por l@s participantes del curso. 
 
Test de habilidades (escucha, habla, lectura y escritura) 25%: Comprende un test 
dividido en dos partes. La de escucha y lectura en una sesión y la de habla y escritura 
en otra. El objetivo de este test es el de demostrar las competencias de lengua 
adquiridas durante el curso. 
 
Proyecto final de enseñanza 25%: Comprende el desarrollo de una actividad de 
enseñanza de 5 minutos utilizando como base uno o más objetivos descritos en los 
estándares de enseñanza en grados 1º a 3º. Este proyecto se hará en parejas y deberá 
incluir un lesson plan. 
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Portafolio: 40%: Es el compendio de actividades de enseñanza-aprendizaje que se 
puedan sistematizar en una carpeta. El objetivo de este portafolio es el de hacer un 
seguimiento al desarrollo de las competencias descritas en este plan de estudios. En él 
se incluirán los ejercicios hechos en clase o fuera de ésta, los materiales diseñados por 
l@s participantes, los ejercicios de reflexión del curso y las recomendaciones que el 
facilitador haga. 
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